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During lhis past summer the members of the General Education Working Group 
have been working to revise lhe recommendations we presented to faculty lhis past May 
and to respond to comments expressed by faculty who attended the open meetings and to 
several written responses. That most of lhese responses supponed lhe directions 
recommended in our previous report was especially encouraging to the Working Group. 
In this report we seek to address several of the questions and concerns raised and to more 
completely set fonh the rationale for the goals and general education program we 
recommend. Our work was significantly aided by contributions of representatives from 
the Office of Student Affairs, Penland Community College, Clackamas Community 
College, Mt. Hood Community College, and the Office of Academic Affairs. 
It is our intent that lhis report will serve as the basis for thoughtful and careful 
review of our recommendations at the All Campus Symposium on Curricular Reform 
scheduled for September 17th. Following the Symposium we will review the responses
to this draft of the recommendations and work toward preparing a proposal which will 
then be submitted to the appropriate organs of faculty governance. 
The General Education Working Group was formed in the late Fall of 1992 and 
was charged by the Provost with developing two sets of recommendations. The first was 
to set fonh the goals for general education at Penland State University. The second task 
was to develop a curricular model which would achieve those goals. The work of the 
committee proceeded in that order. That is, our effons were first concentrated upon
defining the purpose of a program of general education at our University. Then we 
turned to evaluating whether the current distribution re.quirements or some other model 
would be best suited to accomplish those ends. 
We discovered that the current distribution requirements are not based on any 
discernible underlying purpose or articulated goals. We could not find any clear response 
to the question of what are the expected benefits for students or anticipated learning 
outcomes. We finally concluded that we could not state with conviction that the current 
distribution requirements are meaningfal. 
We found that, in general, our current approach to the first year of general 
education does little to actively engage srudents in their educations. Often, the first 
courses our freshmen encounter are large introductory courses designed to introduce 
students to a discipline. Classes which encourage student-student interaction and/or 
student-faculty interaction are lhe exception. Rather, lectures are given, notes taken, 
exams (often multiple choice) are administered, and then students proceed to their next
large introductory class. The location and utility of the library are often unnecessary 
pieces of information for our students until they reach upper division class standing. 
Science is in large part feared and avoided as are courses with substantial writing 
assignments. 
When our students reach the upper division level we expect them to have been 
prepared through their lower division work to be able to frame questions, identify and 
examine relevant original source materials, and produce a paper, project, or experiment 
which demonstrates advanced academic ability. Yet, our upper division courses are filled 
with non-majors seeking to fulfill the distribution requirements but often without 
sufficient background to grasp the material and meet the performance standards expected. 
While many of our students do remarkably well, we faculty often express dissatisfaction 
with the performance of our students. Students, on the other hand, express 
dissatisfaction, frustration, fear, and occasional anger that they seem to have missed 
something important along the way and are not always able to meet the expectations 
placed upon them. 
The general education program we recommend was carefully and consciously 
designed to address these and other problems. As we explored these issues members of 
the Working Group became aware of and conversant with trends drawn from the 
experiences of other universities and colleges, research on student aspirations, on factors 
affecting learning outcomes, on the effects of different general education approaches, and 
on the characteristics of PSU students. Our recommendations are not. therefore, the 
product of an iconoclastic group discussing curriculum in a vacuum. We did not draw 
goals and curricular approaches out of the air. Our recommendations represent our 
conclusions as how to best adapt successful and positive curricular innovations to the 
specific context of Portland State University and its students. The Working Group firmly 
believes that the goals and the program we recommend point us in a direction that is right 
for our students, right for the faculty, and right for the advancement of our University. 
TRENDS IN GENERAL EDUCATION 
During the late 1970's and throughout the 1980's American higher education 
found itself under assault from a number of sources. These attacks included the 
assertions that "too many students failed to develop the marks of generally educated 
people-a broad span of knowledge; skills to communicate clearly, to think logically and 
critically, and to get along with different kinds of people; the capacity to work 
independently and as a part of a team to solve problems" (Gaff, 1989: 11). In response to 
demands for greater accountability and attention to undergraduate education some 90 per 
cent of American colleges and universities considered some degree of curricular reform. 
2 
 · . . 
Most (including PSU) adopted some change though these ranged from relatively minor 
tightening of some distribution requirements or adding a writing course to full, 
comprehensive reform touching most aspects of the institution. 
The ferment over general education has not abated and consensus about what all 
students should learn during their higher education experience was not achieved during 
the past decade. Rather, the debate has broadened with the discussion increasingly 
grounded in a growing body of research about general education programs and their 
relationships to student learning. 
The "problem" of general education was hardly a new issue which suddenly arose 
in the l 980's. Rather, it appears in the late 19th century accompanying the rise of 
specialized fields of knowledge organized as disciplines and administered by departments 
coupled with the emergence of the research university. 
In earlier, more "idyllic" times. the curriculum was largely prescribed for all 
students with college officials deciding what was essential for an educated person to 
know. Greek, Latin, philosophy, some doses of history, botany, and geography along 
with instruction in religion were deemed to be the components of a "higher" education. 
Few, if any, options were available for the almost exclusively upper class, male student 
body. Faculty had scant freedom to develop courses deviating from the prescribed 
ingredients defining the knowledge expected of "educated persons." 
In the latter part of the 19th century several forces worked to irrevocably alter this 
happy consensus on what an educated person should know. The press toward an 
education linked to increasingly differentiated and specialized professions was 
accompanied by the growth of differentiated fields of specialized knowledge with faculty 
and students desirous of pursuing expertise in those areas. There was also a rise in 
academic freedom permitting faculty to develop courses reflecting their specific areas of 
intellectual inquiry. Homogeneity and consensus as to what students should learn in 
institutions of higher education was replaced by the heterogeneity of the modem 
university and an increasingly broad array of fields becoming organized as disciplines 
administered by departments-all of which claimed to be important to a complete 
education. 
Harvard was among the first to break with the traditional curriculum by 
introducing electives, thus freeing faculty to offer courses formulated in accordance with 
their own scholarly pursuits. This change confronted students with a variety of courses 
covering different subject matters but largely without curricular coherence. In response 
to the problems created by the rise of electives, universities began to structure courses 
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into the major and require students to choose and specialize in one field (Rudolph, 1977; 
Weingartner, 1992). 
The issue of general education or what should all students learn irrespective of 
their areas of concentration was introduced as a problem concurrent with these 
developments. Consensus gave way to conflict and deciding what was the appropriate 
curriculum to assist students to become educated persons became an often contentious 
issue. 
During the 20th Century the trend toward differentiation of knowledge into 
specialized scholarly arenas and their linkage to professions has only accelerated. Gerald 
Graff (1992: 135-141) summarizes the consequent structural and curricular changes with 
the term "coverage." Debates over what fields should be included or excluded were and 
continue to be dealt with by adding new areas of inquiry into the organizational fabric of 
the university. New departments and programs are created and within departments 
faculty seek to have the several sub field of the discipline "covered" by adding persons 
who have the requisite expertise. Typically it is left to the students to divine the 
interconnections and the bases of conflict and commonalty among the separate fields and 
subfields within and among departments. 
Clearly, there are significant advantages to faculty and students alike in having 
available this wide array of differentiated areas of inquiry to study and research. 
However, the issues of what should be required of all students and whether those 
requirements are meaningful in relation to some purpose or set of goals are often ignored. 
Worse, we may proceed from the unstated premise that a university education means 
acquiring that level of expertise deemed appropriate by the major plus some more or Jess 
structured set of electives which collectively define "general education." 
The Experience or the 1980's 
That nearly all two and four year colleges and universities engaged in serious 
evaluation of their general education programs during the 1980's indicates that the 
"problem" of general education continues. Jerry Gaff identifies the impetus for the re­
emergence of concern with general education as follows: 
The current revival of general education started in 1977 with the 
confluence of three widely publicized events. The Carnegie Foundation 
for the Advancement of Teaching declared "general education is a disaster 
area," and that message was trumpeted across the country. The U.S. 
Commissioner of Education and his assistants, Ernest Boyer and Martin 
Kaplan, called for a core curriculum in which students would study issues 
common to all members of society; their book carried the ominous title, 
Educating for Survival. And the Task Force on the Core Curriculum 
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presented the Harvard College faculty with a proposal to overhaul the 
general education program. Each of these events highlighted the need for 
general education to be more than the loose distribution requirements that 
it had become at most colleges and universities (Gaff, 1992: 47). 
At many universities and colleges the challenges posed by the mounting criticisms 
of undergraduate education led to serious consideration of major changes in existing 
general education requirements. However, because the issue was typically posed in terms 
of the bodies of knowledge and/or courses all students should be required to take, the
result was change based upon alterations in existing distribution requirements. Given 
institutional structures, resource allocation models, and faculty reward systems it proved 
extraordinarily difficult for faculties to achieve even minimal consensus on what ought to 
be the content of general education. The struggle over what should constitute that part of 
a university education common to all students inevitably touches the interests and values 
of all faculty and all departments and programs. Because of the context of existing 
institutional structures and the resulting concern over "turf," and because the issue was 
often framed in terms of what fields should be included, altering but not abandoning 
existing distribution models of general education was often the only feasible outcome. In 
a repon summarizing their review of reforms in the l 980's a group of former university 
and college presidents and chancellors, the Irvine Group, stated: 
Over the past decade, undergraduate renewal has relied on curricular 
pauerns that have not worked well. Outmoded distribution requirements, 
for example, where students select courses from broad academic fields 
have failed to accomplish what is intended. These courses amount to 
electives, not general education. For too many undergraduates, their 
educations do not fit into a coherent whole, and the distribution of courses 
i s  more frequently the result of campus political considerations than of 
educational ones (The Irvine Group, 1990: 2). 
This does not mean that the landscape of American higher education was littered 
with the refuse of promising ideas about general education which failed to be realized. 
Several institutions adopted comprehensive reforms which included significant departures 
from previous requirements. In his review of the reform movement Gaff (1989: 15) 
identifies the following thirteen elements which were established as curricular reform 
trends in the l 980's: 
1. HIGHER STANDARDS, MORE REQUIREMENTS. Higher
admissions requirements, mandates that students pass an exam to be 
eligible for upper-division study, and more stringent graduation 
requirements are variations on the theme. 
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MA TIER. 
2. TIGHTER CURRICULUM STRUCilJRE. The trend is away from
loose distribution requirements that students may satisfy with any of a 
large number of courses, and toward curricula consisting of a limited set of 
courses that meet specific purposes, a common core of the same courses 
for all students, or some combination of the two. 
3. FUNDAMENTAL SKILLS. Skills such as writing, speaking, logical
or critical thinking, foreign language, mathematics, and academic 
computing are increasingly emphasized in curricula today. 
The liberal arts .. .are taking a 
more prominent place in the curriculum, even in professional and pre­
professional programs. 
4. LIBERAL ARTS SUBJECT
5. lHE FRESHMAN YEAR Freshman topical seminars, stronger
advising, and greater attention to the intellectual and personal 
development of students are themes common to new freshman-year 
programs. 
6. GLOBAL STUDIES. Given the growing interdependence of economic
systems, environmental problems, and security needs, colleges are 
emphasizing the study of other peoples. 
7. GENDER AND ElHNIC STUDIES. Another trend is heightened 
attention to cultural pluralism in America and the West and the 
incorporation of new scholarship on these topics into the core curriculum. 
8. INfEGRATION OF KNOWLEDGE. Integration is what is "higher" 
about higher education, ... , thematic, interdisciplinary, and capstone 
courses are found in many of the new curricula. 
9. MORAL REFLECTION. More than technical expertise is expected o f
a n  educated person, colleges are re-reemphasizing values through the 
study of different cultures, controversial issues and the implications of 
science and technology. 
10. EXTENSION THROUGH ALL FOUR YEARS. Rather than being 
concentrated in the first two years, general education now extends 
throughout the entire span of college as a context for specialization. 
11. FACULTY DEVELOPMENT. Faculty are the key to implementing 
any change in curriculum; colleges serious about reform provide seminars, 
retreats, workshops, travel and other assistance to help faculty acquire new 
knowledge and pedagogical tools. 
12. ADMINISTRATION. Several colleges have established greater 
central authority over the core of the curriculum by creating an 
administrative position (such as a dean or director of general education) 
and a college-wide faculty committee to provide oversight. 
13. ASSESSMENT. Assessing student learning is increasingly common,
to determine the extent to which a new curriculum is effective and identify 
problems that call for change. 
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In addition to these, the Working Group found five additional trends which have 
characterized some of the reforms: 
1. NEW COURSES. Some colleges and universities are basing all or  
some part of  their general education programs on new courses developed 
specifically for general education rather than relying solely on 
restructuring existing courses which were developed primarily to serve 
disciplinary majors (e.g., Trenton State College, SUNY-Buffalo). 
2. LINKAGE TO ST A TED GOALS. Increasingly there is a conscious 
effort to develop clear goals for general education which can be 
communicated to faculty and students alike and to clearly link the general 
education program to those goals (e.g .. SUNY-Stony Brook, SUNY­
Buffalo). 
3. LEARNING COMMUNITIES. This trend is to structure and 
emphasize learning communities wherein groups of students progress 
together through at least some component(s) of their university education 
(e.g., University of Oregon. SUNY-Siony Brook). 
4. COMMUNITY SERVICE. This component is most often found in the 
programs of private institutions but is an increasing trend at larger 
institutions. Students are afforded the opportunity and i n  several instances 
are required to spend some part of their tenure at the university or college 
applying their expertise to an experience which involves them in the 
community (e.g. Wayne State University, Stanford, Vanderbilt). 
5. GENERAL EDUCATION IS THE RESPONSIBILITY OF ALL 
FACULTY. Some universities have begun to consider the general 
education component of a student's higher education to be the 
responsibility of all faculty, not just those whose expertise places them in 
the sciences, humanities, or social sciences (e.g., Syracuse University). 
Consequences of General Education Reforms 
In what we believe to be the most comprehensive study of the consequences of 
the reforms adopted in the 1980's, Gaff (1991) concludes that effects of adopting new 
general education curricula have been largely positive and further that the more 
comprehensive are the changes, the greater are the positive effects for the institution, 
faculty, departments, and students. Gaffs research is based on a nation-wide survey of 
returned surveys from a sample of 226 two and four year colleges and universities 
selected to be representative of institutions in each of the Carnegie categories. The 
surveys were completed by selected persons responsible in some degree for curriculum at 
each of these institutions. Fifteen percent of these indicated that they had made a small 
change, 42 per cent a moderate change, and 42 per cent stated that they had made large 
changes i n  their general education programs (Gaff, 1991: 76). 
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N"'°ative lmoact No lmoact Positive lmoact 
Institutional identitv 2% 26% 72% 
Facultv renewal 2 27 71 
communitv 2 33 65 
r
visibilitv I 6 1 
Efficient utilization of 
facultv 
Student retention 6 47 47 
d
budoet 11 42 46 
Student admissions 2 59 
Institutional fund raisin  I 62 36 
Facultv reward structure 4 72 24 
His findings (Gaff, 1991: 77) regarding overall effects of general education 
refonn o n  responding institutions are: 




13 37 48 
General e ucation 
40 
An additional outcome of general education reform on institutions concerns the 
consequences of these changes for the majors. When asked to judge the relation between 
general education and the majors only 3 per cent of the responding institutions indicated 
that they thought that general education reforms negatively affected majors. Thus, for 
most of these institutions steps taken to reform and strengthen general education are not 
perceived to have eroded or weakened the majors (Gaff, 1991: 85). 
As was noted above, not all the institutions in Gaffs survey engaged in 
comprehensive or even major change in general education requirements. This raises the 
question of what types of changes were found among institutions making small 
adjustments (e.g., adding a writing course, some tightening of requirements) as compared 
to those found in institutions which enacted large-scale, comprehensive changes. The 
next table (Gaff, 1991: 91) shows the types of changes associated with small or Jarge­
scale refonn. 
Nearly all of these elements are included in our recommended program or are 
discussed as part of our recommendations regarding implementation. Of particular 
interest are the findings with respect to across-the-curriculum themes. The indication is 
that change "across-the-curriculum" is being developed to include topics in addition to 
writing. Gender issues, cultural pluralism. ethics. global studies, and computer literacy 
are approached in a thematic, across-the-curriculum approach at many of the institutions 
which have adopted comprehensive reform of their general education programs. This 
approach is integral to our recommended program of study. 
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Freshman seminar 3 8 48 
Across-the-curriculum themes offered 
Writino 62 
nlurnlism 61 
Elhics or values 28 61 
34 
Comnu1er li1eracv 34 49 
su" ns nrovided 
e
•eneral education 25 74 
for •eneral education 12 55 
m
develonmenl orooram 9 50 
25 
furtherin• nurnoses or •eneral ·, 
Academic advisin• 
Orienlalions 19 63 
Admissions 16 35 
Curriculum Components and Supports  
Associated with Size of Change in General Education
Cur iculum 
47% 
Courses using original 
58 
Senior seminar, projec1 28 38 
91 
Gender issues 25 61 
Cullural 28 
Global sludies 60 
Curriculum 
Facully commilt e for 
Adminis11a1or responsible 
Major syste atic facuhy 
Policy of active leanling 
in courses 50 
Student services education uite a /or· or "very much" 
48 87 
Institutions adopting large-scale, comprehensive changes were more often 
characterized by a range of departures from the distribution model. The question remains 
whether the institutional outcomes of those reforms differed from universities making 
only small changes in their general education programs. The next set of data (Gaff, 1991: 
95) show rather convincingly that "Large change" institutions were much more likely to
report positive outcomes from general education reform. 
Because of their importance and because our recommended general education 
program touches upon them, the Working Group would like to expand on two of the 
positive outcomes of large scale change illustrated in these data: student retention and 
faculty renewal. According to the PSU Office of Institutional Research only 23 per cent
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I Small Chanee I Lar11.e Chan11:e 
general favorable 
Administrati on 42 % 
Facultv 29 85 
49 
Juitt chan e 
Hi1tber-<1ualitY education 19 82 
22 80 
Faculty renewal 19 
annreciation diversity 
More active leamine 1 6 6 1 
Revitalized institution 9 64 
im""CIS 
Faculty 44 
Institutional identi tv 41 
e visit>ilitv 19 
community 74 
General education budeet 23 64 
Retention of students 16 
Admissions 16 47 
Fund raisin1t 25 45 
Facultv reward structure 3 36 
of 1986 entering full-time freshmen are "retained," that is, they continued to enroll 
through 
Outcomes Associated with Small and Large Changes in General Education 
Attitudes toward education m1Jre 
89% 
Students 26 
• a tor·or •verv much· in 
Greater curricular coherence 
72 




Public r lations. 82 
Sense of 36 
58 
completion of their degree at Portland State. This is an exceedingly low rate. An even 
more distressing statistic is that between 1986 and 1991 as many as 32 to 45 per cent of 
entering, full time freshmen did not return for their sophomore year (OIR, 1993b). 
Changes in curriculum and requirements cannot in and of themselves completely reverse 
this reality. But the evidence suggests that at many institutions careful auention to 
general education has had a positive effect on student retention. Later in the report we 
show that the recommended general education program was developed with specific 
attention to the characteristics of Portland State students and improved retention will be 
among the expected outcomes. 
Impetus and support for curricular reform are often based in faculty discontent 
about current requirements and student performance. To again quote Gaff: 
Faculty dissatisfaction with low standards, frustration with students' skills, 
and inability to assume a certain level ofwhat Hirsch calls "cultural 
literacy" helped to fuel many of the changes. Most faculty suffer their 
frustrations in isolation, grumble to their colleagues, or struggle with their 
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individual efforts, resulting in an inevitable alienation, often unspoken, 
from their colleagues and institution, who are not seen as supportive. A 
curriculum reform process often validates the educational concerns of 
faculty and supports their impulse toward high-quality education. If the 
reform is successful, faculty morale increases (Gaff, 1991: 79). 
This aptly summarizes views expressed by members of the Working Group and, from 
anecdotal reports, those of many of our colleagues. 
Consideration of reforms in general education brings together faculty from a 
number of depanments and schools and asks them to talk across disciplines, to carefully 
consider differing knowledge systems, and to craft a program with goals and 
requirements which will be applicable to all students. That very process contributes to 
faculty renewal. The intellectual challenges, excitement in discovering new perspectives, 
and resultant faculty growth are nowhere as well expressed as in the remarkable 
collection of essays reflecting on the experiences of a group of faculty at Syracuse 
University (Marsh, 1988). Peter Marsh and his colleagues describe the first tentative 
discussions among colleagues who did not know each other and who held some degree of 
antagonism toward each other's disciplines. They slowly moved to the mutual discovery 
that each other's substantive fields and ways of knowing could contribute to one's own 
knowledge. They describe the excitement of collectively working through different 
understandings of concepts and theories on the way to the formulation of courses and 
syllabi. This has been the experience of the General Education Working Group. For us, 
renewal has come to mean finding that one's concerns about the education of students are 
shared by others, that we have a great deal to learn from each other, and that the 
challenge of developing educational experiences for our students contributes greatly to 
our own intellectual growth. Our recommended program of study includes major 
components which will ask faculty from a range of disciplines to develop and deliver 
courses collectively. We fully expect that among the outcomes will be an expansion of 
the experience of renewal coupled with an increased sense of community among PSU 
faculty. 
The results of Gaffs research are strikingly unambiguous. Institutions which 
have engaged in comprehensive change in their general education programs are 
significantly more likely to repon a range of positive outcomes. Simply adding a course 
or a requirement without considering the total set of requirements is far less likely to 
impact the institution. The program we are recommending would fall into Gaffs 
definition of "large change." Based on these findings, the Working Group expects that 
this program will facilitate a range of positive outcomes for Portland State University, its 
students, and its faculty. 
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Portland State University Bulletin: 
REFORM AT PORTLAND STA TE UNIVERSITY 
Portland State University was not untouched by the wave of curricular reform 
efforts of the l 980's. A Committee to Review the Undergraduate Program was created in 
1979 with the initial charge to "review what currently existS to see if our student's needs 
are being met.• (PSU Faculty Senate Proceedings: May 7, 1979) Later, at that same 
meeting, the charge of the committee was revised to both examine existing requirementS 
and "make any recommendations it thinks appropriate." Soon after, the committee 
became known as the General Education Committee. This began a six year journey of 
discussion, recommendations, and review which culminated in 1985 with Senate 
approval of a set of requirementS which, with the exception of the subsequent addition of 
the diversity requirement, continue as this University's approach to the general education 
of itS studentS. 
That General Education Committee worked long and hard to produce a set of 
proposals which would have resulted in significant change and certainly meaningful 
improvement over the previous, largely unstructured distribution requirementS. Debate 
over these proposals was heated, occasionally acrimonious. and included several 
contentious issues which were temporarily set aside. Many of these have re-emerged 
during the work of the present General Education Working Group. Our discussion of 
those debates is based on a review of PSU Faculty Senate Proceedings from 1979 to 1986 
and a 1985 memo from then Vice-president for Academic Affairs Margaret Dobson to the 
faculty which presented the proposals of the General Education Committee and the 
recommendations of the Academic RequirementS Committee. 
Among the themes of the curricular history of Portland State University is the 
absence of any record of any statement regarding the goals of general education. Early in 
its work that previous commiuee informed the Faculty Senate that it "has been unable to 
find any past statement regarding the goals and objectives of the existing general 
education requirementS nor any expression of University philosophy about general 
education." The current Working Group has similarly been unable to discover any 
statement of purpose or philosophy about past or current general education requirementS. 
We are also unable to discover any consideration of educational goals and objectives in 
our review of  Faculty Senate Proceedings. As far as we are aware, the only statement of 
the purpose, goals, and/or objectives of the general education requirementS is the 
following statement from the 
The general education requirement is the means by which the University 
seeks to develop a student's breadth of knowledge and appreciation for 
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subjects different in content and method from the one in which the student 
majors (PSU, 1993: 24) 
Two points follow from this statement. First. general education at Portland State 
is set forth as a requirement rather than a program of study leading to a set of articulated 
objectives. Second, while the Working Group appreciates the expressed goal of 
achieving breadth in students' educations, we consider this to be but one among several 
purposes of a general education program. 
A second theme of the 1979-85 effort to propose and accomplish significant 
curricular refonn was that of the "transfer problem," which is an especially important part 
of this University's context. Approximately 80 per cent of the graduates of PSU offer at 
least some transfer credits. The previous General Education Committee offered several 
different refonn proposals including a more tightly drawn set of distribution requirements 
focused on six areas of inquiry, a competency exam for upper division work taken prior 
to the accumulation of 135 credits (and which would be taken by upper division transfer 
students during their first tenn in residence), and strengthened writing requirements. 
Several of the criticisms of those proposals were based upon assertions about the 
consequences of those changes for transfer students. These arguments proved to be quite 
damaging to that Committee's proposals. The lesson for the present Working Group was 
that the "transfer problem" must be a part of any proposals, particularly in light of the 
block transfer program from the community colleges. 
Finally, a third lesson from that previous effort was the intractability of the 
"problem of general education" when that problem is defined as a matter of what fields 
should be covered and what should be the required distribution of coursework. Any 
change in general education requirements is often perceived to pose potential threats to 
departments. The consequences for enrollment patterns and the assumption that 
allocation of institutional resources follows the generation of student credit hours make 
the debate one of the protection of the vital interests of departments and schools. Shifts 
in distribution requirements, even more than change from department-based distribution 
courses to some other model, seem to render the perceived stakes even higher. Some 
departments stand to gain at some other department's expense. The result of these 
debates is typically a truce among contending departments wherein none of the 
combatants either gains or loses appreciably. 
Apparently, the 1985 recommendations were perceived to shift the existing 
balance among departments to too great an extent. The reaction was substantial and the 
outcome was marginal change characterized by some tightening of the requirements. The 
Academic Requirements Committee (ARC) reviewed the General Education Committee 
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proposals and largely rejected them. The ARC instead submined its own 
recommendations. The result was that the initial Senate debate on the reform of general 
education was over two proposals in addition to the question of whether any change was 
needed at all. 
That debate was characterized by concerns over a range of issues including the 
changes in the spread of required courses among the social sciences, the natural sciences 
and the humanities; the possibility of participation by faculty and courses from the 
professional schools; the issue of departmental autonomy in determining which courses 
would be included; the presumed consequences for transfer students; the writing and HPE 
requirements; and the appropriateness of restricting students to work in two departments 
in each of the general distribution areas. We were unable to find discussion of goals and 
objectives or of the relationship of the proposals to student learning. 
During several meetings in the Spring of 1985 the Faculty Senate gradually 
worked toward taking the two proposals before it and ultimately shaped them into a third 
alternative. It is ultimately this proposal which was approved on June 3, 1985. However, 
the contentiousness of the issues raised in the discussion of distribution requirements was 
not ended as decisions remained to be made as to what departments and what 
departmental courses could be used to meet these requirements. Are all departmental 
offerings appropriate? Are the offerings of Art, Music, and Dance to be included even 
though those departments are no longer housed in the College of Liberal Arts and 
Sciences? Ultimately it was decided that the offerings of those departments would be 
included. 
The more telling struggle was over which courses would count toward meeting 
the distribution requirements and who would decide. The initial decision was that the 
Academic Requirements Committee would evaluate the content of courses to determine 
whether they would go toward meeting the distribution requirements. During the 1985-
86 academic year the objective was to reduce the number of eligible courses so as to 
enhance the coherence of the requirements. In spite of that intention, it was observed that 
during that academic year 56 percent of the total offerings of the University could be used 
to meet the distribution requirements. Since then the determination of which courses 
would count toward meeting the requirements has shifted to departments. At present 
those departments within the distribution areas can identify courses which the department 
believes should not be allowed to count toward fulfilling the distribution requirements. 
There is no longer an effort by any committee to screen and determine which courses 
should be included. The result can be seen by reviewing the "General Education 
Exclusion List" on page 24 of the current PSU Bulletin. With the exception of these few 
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courses, all courses offered by the appropriate departments can be used by students to 
meet the current general education requirement. 
The significant efforts of the General Education Committee to bring about more 
structure and coherence to that part of PSU's curriculum required of all students · 
foundered upon the dilemmas of the "transfer problem" and departmental interests 
flowing from concerns about the consequences of changes in department generation of 
student credit hours. The "reform" at Portland State University amounted to 
strengthening the writing requirement and attempting to tighten the distribution 
requirements by limiting to two the number of departments from which courses can be 
drawn in each of the distribution areas (arts and letters, science, and social science). 
However, the practical effect of this attempt to tighten the structure of requirements is 
diminished by the fact that nearly all courses offered by departments in the College of 
Liberal Arts and Sciences can be used to meet these requirements. This results in a 
dispersion of faculty resources and a loss of curricular coherence and integration within 
that part of the curriculum required of all students. 
More recently, the problem of basing general education on distributions of 
existing courses has been illustrated by the experience of the diversity requirement, 
instituted for the 1992-93 academic year to address what ought to be an important 
component of the education of all students. Students are required to take two courses 
from an approved list of courses and these courses must be from different depanments. 
The list of approved courses is determined by ARC recommendations to the Faculty 
Senate. Faculty and departments are required to submit potential diversity courses to the 
review of the ARC which bases its decisions on a set of criteria which have been 
distributed to departments and faculty. Given the reliance upon existing courses and a 
general distribution framework this was perhaps the only feasible option to implement the 
requirement. However, departments have incentives to have as many of their 
departmental offerings included on the approved list as possible because of the assumed 
effects on the generation of student credit hours. The result is the current (Oct., 1992) list 
of 102eligible courses with a corresponding diminishing of the coherence and focus 
intended for this requirement. 
The results of the changes adopted in 1985 would seem most appropriately to fall 
in the "Small Change" category identified by Gaffs research. Some aspects were 
tightened, but the number of eligible courses increased. Writing was given greater 
emphasis, PE courses were dropped, and a focus on diversity was given its legitimate 
place as a focus of inquiry for all students. For many PSU faculty the changes enacted in 
1985 were hardly noticed, even when it came to advising students. And there was still no 
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clear stalement or institutional sense ofwhy lhese requirements were !here at all. Many 
students and faculty alike continue to view the general education requirement as an 
imposition defining a set of obstacles to be overcome in the least strenuous manner. 
In sum, general education at Portland State University continued to be perceived 
and treated as peripheral rather than as a program of integrated learning experiences 
reinforcing students' career aspirations as they pursue their majors, and as contributing to 
an educational experience which would place their chosen area of specialization in 
broader contexL The Portland State reform experience appears to confirm GafCs 
conclusion that institutions which made small revisions in their gene.ral education 
programs are less likely to experience positive effects from that change. 
GENERAL EDUCATION GOALS: 
DISCUSSION AND RECOMMENDATIONS 
In our previous repon (May, 1993) we stated: 
Nationwide, general education programs are shifling from the purpose of 
transmitting specific substan1ive cement to that of assis1ing s1udents in 
making the cntical transition from being receptors of "facts" to becoming 
lifelong learners. The Working Group considers this to be the 
fundamental premise upon which we have built the more specific goals 
and strategies and the proposed model (emphasis added). 
As we worked to revise our repon and respond to faculty comment the Working 
Group has become even more convinced that this ought to be the fundamental premise 
for our general education curriculum. It also holds the promise of informing a program 
which will include educational experiences responsive to the expectations of students and 
faculty alike. 
When the problem of general educa1ion is addressed from the perspective of 
"Whal should s1udents know?" the common response is to identify various kinds of 
knowledge and IO decide which knowledge should be common for all students. The 
assumption has been and often continues to be that there is a common core of knowledge 
thal should be possessed by all educated persons (Gaff, 1991:15). Thai is. general 
education should consist of courses the purpose of which is to transmit tha1 knowledge 
which faculty define as being essential for an "educated person.· An "educated person" is 
thought of as a state of being produced by a student's baccalaurea1e program. The 
resultant problem for faculty is to agree upon what that knowledge is, how much of each 
component is essen1ial, and how to pass 1ha1 knowledge from professor 10 s1udent. 
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As was discussed earlier, American higher education has largely lacked consensus 
upon what that knowledge should be and often lhat debate is not entered into because of 
departmental concern over the generation of student numbers. The Portland State 
experience between 1979 and 1985 well illustrates these points. Indeed, we suspect that 
our faculty would be hard pressed to collectively agree upon what books should be 
included in a "Great Books" approach. It would undoubtedly be even more difficult for 
us to derive a degree of consensus as to the justifications for our selections. Most often 
this task is left to the humanities faculty and ignored by the rest of the campus. 
As this Working Group began to address the question of what should students 
know, we added an additional concern. We should be concerned about what students 
should know but also with what students should know how to do. Once this perspective 
entered our deliberations, our direction and focus was fundamentally altered. In 
retrospect the appropriate response was obvious: students should know how to learn. 
But our meaning is broader than simple acquisition of a list of skills such as how to write 
a complete sentence or manipulate a spread sheet 
A 1988 report of the Task Force on General Education to the American 
Association of Colleges includes a brief summary of research by William Perry on 
student intellectual development which well captures the commiuee's meaning when we 
assert that general education should assist students in making the transition from 
"receptors of facts" to lifelong learners. The intellectual development of students begins 
with: 
... an authority bound phase in which students look for the right answer and 
want to be iold, rather than investigate. When they find oul that answers 
to many problems are tentative and controversial, they move into a 
position Perry terms "mulliplicily," in which one opinion seems as good as 
the other, their own and the teacher's included. Students can be challenged 
to move beyond this subjectivism through the discovery that there are 
competent and incompetent ways to gather evidence and develop and test 
hypotheses. Then they can learn that while there are no final certitudes, 
there are ways to develop responsible, disciplined, and flexible theories 
and positions. At the heart of Perry's work and that of other observers of 
student intellectual development is a powerful yet simple observation: 
Students gain intellectual sophistication when they must confront and 
assess competing and equally well-argued perspectives on an issue or 
solutions to a problem (Katz, et al., 1988: 11, emphasis added). 
It is this understanding of student development which provides the core for the 
goals we articulate and the curricular approaches we recommend. We faculty must 
remember that many of our students will be engaged in careers and/or assume job 
functions that have not yet been invented. Others will experience professionally active 
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Goal I. 
lives during which they will change jobs orjob functions eight to ten times. Some will 
face an ongoing taSk of evaluating and analyzing new information and incorporating new 
technologies into their professional activities, as well as most aspects of their private lives 
(Kiechel, 1993). 
Our objectives for general education, the structure of lhat program, and our 
delivery of that curriculum must take cognizance of student intellectual development and 
be consciously directed toward assisting students to gain in intellectual sophistication. 
Included within the meaning of lifelong learning is not only the ability to engage in 
sophisticated modes of inquiry but also the propensity to do so. Without the propensity 
to engage in learning, the ability to learn is not particularly meaningful to the lives of 
individuals. Thus, courses in general education should be directed toward instilling a 
range of interests and curiosities as well as empowering students to engage those 
curiosities through sophisticated inquiry. 
Our structuring of these arguments, discussions, and understandings into a 
statement of purpose along with auendant goals and strategies which we recommend to 
the PSU campus community is set forth below. By stating the purpose of general 
education at Portland State University to be facilitation of life long learning, we are 
suggesting an understanding of the concept "educated person" that is different from that 
state of being following 186 credits. We recommend instead a vision and a purpose that 
understands an "educated person " to be one in a state of becoming, engaged in a life· 
long enterprise which is never complete. 
PURPOSE AND GOALS FOR GENERAL EDUCATION 
AT PORTLAND STATE UNIVERSITY 
PURPOSE 
The purpose of the general education program at Portland State University is to 
facilitate the acquisition of the knowledge, abilities, and attitudes which will form a 
foundation for life-long learning among its students. This foundation includes the 
capacity and the propensity to engage in inquiry and critical thinking, to use various 
forms of communication for learning and expression, to gain an awareness of the broader 
human experience and its environment, and appreciate the responsibilities of persons to 
themselves, to each other, and to community. 
GOALS 
INQUIRY AND CRITICAL THINKING. 
To provide an integrated educational experience that will be supportive of and 
complement programs and majors and which will contribute to ongoing, life-long inquiry 


















Assist development of critical reasoning and the ability to engage in 
inquiry. 
Assist development of the capability to evaluate differing theories, modes 
of inquiry, systems of knowledge, and knowledge claims. 
Achieve an intelligent acquaintance with a range of modes and styles of 
inquiry and social construction. 
Assist development of the ability to understand and critically evaluate 
information presented in the form of graphics and other visual media. 
Assist development of the ability to use writing as a way of thinking, of 
discovering ideas, and of making meaning as well as expressing it. 
Assist development of the ability to critically evaluate numerical 
information. 
Enhance student familiarity with science and scientific inquiry. 
Enhance student familiarity with and capabilities to employ current 
technologies to facilitate learning and inquiry. 
Enhance awareness of and appreciation for the interconnections among the 
specialized areas of knowledge encompassed by disciplines and programs. 
Provide awareness of choices among academic disciplines and programs. 
Provide students with an opportunity to explore applications of their 
chosen fields of study. 
COMMUNICATION. 
To provide an integrated educational experience that will have as a primary focus 
enhancement of the ability to communicate what has been learned. 
I. 	 Enhance student ability to express what is intended in several forms of 
written and oral communication. 
2. 	 Assist students to develop the ability to create and use graphics and other
forms of visual communication. 
3. 	 Enhance student ability to communicate quantitative concepts. 
4. 	 Develop student ability to employ current technologies to assist 
communication.
HUMAN EXPERIENCE. 
To provide an integrated education that will increase understanding of the human 
experience. This includes emphasis upon scientific, social, multicultural, environmental, 
and artistic components to that experience and the full realization of human potential as 
individuals and communities. 
I. 	 Enhance awareness and appreciation of societal diversity in the local, 
national, and global communities. 
2. 	 Explore the evolution of human civilization from differing disciplinary 
and cultural perspectives. 	
· 
3.	 Explore the course and implications of scientific and technological
change. 
4. 	 Develop an appreciation of the aesthetic and intellectual components of 




5. 	 Explore the relationship between physical, intellectual, emotional, and
social well-being including the means by which self-actualization is
developed and maintained throughout life. 
6. 	 Explore and appreciate the aesthetics of artistic expression and the 
contributions of the fine and performing ans and of human 
movement/sport/play to the quality of life. 
7. 	 Develop the capacity to adapt to life challenges and to foster human 
development (including intellectual, physical, social and emotional 
dimensions) amongst self and others throughout the life span. 
ETHICAL ISSUES AND SOCIAL RESPONSIBILITY. 
Provide an integrated educational experience that develops an appreciation for and 
understanding of the relationships among personal, societal, and global well-being and 
the personal implications of such issues as the bases of ethical judgment, societal 
diversity, and the expectations of social responsibility. 
1. 	 Appreciate the impact of life choices on personal, social, and 
environmental health. 
2. 	 Gain an understanding of ethical dilemmas confronted by individuals, 
groups, and communities and the foundations upon which resolution might 
be possible. 
3. 	 Practice and test one's capacities to engage the ethical, interactive, and 
organizational challenges of the present era. 
4. 	 Explore the personal implications and responsibilities in creating an 
ethical and safe familial environment, neighborhood, work environment, 
society, and global community. 
5. 	 Explore and appreciate the role of diversity in achieving environmental, 
social, and personal health. 
6. 	 Gain familiarity with the values, foundations, and responsibilities of 
democratic society. 
We expect this statement of purpose, goals, and strategies to accomplish three 
objectives. First, it defines the philosophy for general education and establishes a 
purpose and goals which can be communicated to faculty and students. Second, it 
establishes criteria for course development. Finally, assessment of courses and the 
program will be based upon the purpose and the four goal areas. 
As we discussed earlier, the Working Group was not able to find any statement of 
purpose or philosophy for general education at Portland State University beyond that 
stated in the Faculty often find it difficult to explain to students why they 
must take courses in the manner prescribed other than it is required that they do so. Both 
faculty and studenL� tend to see the cutTent requirements as hurdles which must be 
overcome and many do not perceive what are the educational purposes and benefits 
which follow from meeting the requirements and as a consequence do not strongly 
support them. Building a general education program linked to an articulated purpose 
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with attendant goals and strategies would clarify for students and faculty the rationale for 
that program. 
The program we are recommending does not specify particular courses. Rather, it 
relies upon faculty and/or groups of faculty to develop either separate individual courses 
or sequences of courses for the program. Course proposals will have to clearly 
demonstrate how they touch upon differing combinations of strategies to contribute to 
student development as set forth in the goals. Among the tasks of a faculty oversight 
committee will be to review course proposals and assess their promise for contributing 
toward the purpose and goals of the general education program. 
Assessment and evaluation are integral ingredients of the program we are 
recommending. Individual courses will be reviewed each time they are offered and the 
overall program will be assessed annually. The standards for that assessment will be 
grounded in the purpose, goals. and strategies adopted for the program. Again, the 
question which must be central to our planning for and evaluation of general education is 
whether we can state with conviction that what we require of students is meaningful. For 
the program we recommend, the response to that critical question is determined in 
relation to the articulated purpose, goals. and strategies. 
The Working Group understands that within the confines of the recommended 
program of study it is unlikely that a student will encounter each of the strategies and that 
students will not equally attain each of the goals. Our students enter Portland State 
University with a range of abilities, prior educations, as well as differing contexts. We do 
expect that all students will make significant and demonstrable progress toward program 
objectives as they move through both the general education program and their majors. 
Graduates of Portland State University will have attained that level of expertise deemed 
requisite by their majors and will have encountered a structured program of educational 
experiences which will have contributed to their ability and propensity to engage in life­
long learning. 
STUDENTS AND GENERAL EDUCATION: 
ASPIRATIONS, SATISFACTION, AND LEARNING 
It is often the case when faculty debate curricular requirements, especially general 
education, we focus on the form and content of those requirements. Only rarely do we 
seek to examine what is known about the demand side of higher education as expressed 
through student expectations and aspirations. Nor is it typical that the effects-of what 
we require and how that is delivered-on the outcomes of student learning and 
satisfaction are central to the deliberations of curriculum committees. Rather, those are 
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most often assumed. And rarely is il the case that curricular effons include consideration 
of student characteristics and how those may effect the learning goals of curriculum 
structure, content, and delivery. 
In the first part of this section we review research on student aspirations and 
expectations. Then we examine the extent to which those expressed by Portland State 
students are similar to findings from other institutions. From this we tum to a 
presentation of research findings on student satisfaction and learning outcomes and 
explore the implications of that research for students at Portland State University. Here 
we briefly consider the implications of this research for the problem of retention. Finally, 
we review research into the relationships between different curricular approaches to 
general education and student learning. 
These studies were especially influential on the Working Group as we sought to 
formulate an approach to general education. We are convinced that to be successful, a 
program of study required of all students must be attentive to student aspirations, 
positively contribute to student satisfaction with their university experience, and be 
delivered in a manner which facilitates learning outcomes. 
Student Aspirations 
It is no secret that most students enter higher education with preparation for a 
career as their primary goal. A review of the results of several surveys of student goals 
and reasons for attending college reports that career goals and mastery of specific bodies 
of knowledge are consistently selected by substantial majorities of the respondents and 
are generally found to be the lop two or among the three goals most frequently (Johnston, 
et al., 1991: 184). Importantly, these studies also found that support for general 
education is only moderately below that for career preparation. The implication is that 
students enter college not just to receive career training but also to a significant degree 
seek to gain "a well rounded education" or a good "general education" (Johnston, et al., 
1991: 185-186). Students appear to understand and value the educational and 
instrumental purposes of general education. They wish to become more broadly educated 
(Twombly, 1992). 
Students entering Portland State University express goals and aspirations that are 
quite similar to those found among students at other universities. Responses from 
students entering in 1992 evaluating the importance of several different reasons for 
attending Portland State University are summarized in the following table. 
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As expected, students entering from high school and transfer students place great 
emphasis on career goals as reasons for s1udying at Portland State University. These data 
also show that substantial majorities of PSU students place significant value upon 
becoming more generally educated and the expectation that higher education will include 
life enriching experiences. 
What is not clear from this survey of entering PSU students nnd from others 
across t e nation is precisely what students mean by becoming generally educated. What 
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can be inferred is that students aspire to an education which is more broadly conceived 
than just career preparation. 
Student Evaluation of General Education 
While students place a high value on general education, they report negative 
reactions to the general education courses they are required to talce. These tend to be 
viewed as impositions rather than being opportunities for intellectual growth. Students 
often perceive little connection between the courses required to meet general education 
requirements and education related to their career aspirations. In general, recent studies 
have found little support for general education understood as the learning of content areas 
(Johnston, et al., 1991 and Twombly, 1992). 
One study based on a sample of students drawn from ten very different 
institutions asked students to rate their satisfaction with courses in their majors, electives, 
and general education requirements. Fifty-two percent of these said they were very 
satisfied with courses in their majors, 40 per cent were very satisfied with elective 
courses, and only 20 percent were very satisfied with courses taken to meet general 
education requirements (Gaff and Davis, 1981: I16). 
An additional finding was that when students were asked to rate the importance of 
several factors to their "overall personal and intellectual development at this college" only 
some 30 per cent of junior and senior students rated courses outside their major as being 
very important to their educational development. These courses were rated below such 
items as "off-campus social, cultural and work activities; talking or working infonnally 
with faculty; and campus activities, clubs or social life. The authors summarize these 
findings with the telling observation that "the striking thing is that students reported that 
the majority of courses required for graduation outside their majors failed to accomplish 
each" of the several often stated purposes for general education such as stimulating 
curiosity or contributing to a broad intellectual foundation (Gaff and Davis, 1981: 117). 
Another study based on a focus group design found that students had relatively 
low regard for courses in disciplines outside the major which were required to be meet 
the general education requirements. Students choose less on the basis of interest than on 
the basis of course availability, tend to be less engaged with the coursework than the 
majors, and report spending Jess time studying for courses taken to meet general 
education distribution requirements. They evidenced a lack of understanding of the 
purposes of the requirements and in a related finding many saw little relevance of the 
courses to either their immediate or future lives (Twombly, 1992). 
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Supportive of those findings are some funher results from the Gaff and Davis 
study. Students were asked to rate the importance of several competencies often included 
among the objectives in statements of general education purposes. The most highly rated 
were two non-cognitive objectives: understanding of self and the ability to get along with 
people. Items which can be summarized under the rubric of developing communication 
abilities and intellectual sophistication comprise a second highly valued set of objectives 
for students. Least valued are several of the content areas which are often included in 
general education requirements. Not one of these content areas-history; science and 
technology; philosophy; literature; and so forth-was rated as very important by a 
majority of these students (Gaff and Davis, 1981: 1 14-115). 
While it is the case that it is not clear what students mean when they say that an 
important reason for entering higher education is to become generally educated, this 
research suggests some possibilities as well as a somewhat sharper understanding of what 
students do not value highly. Students do seek educational experiences that sharpen their 
academic abilities and provide them with the means to pursue their separate curiosities. 
The significantly lesser degree of importance given to areas of knowledge outside.the 
major runs precisely counter to the assumptions of many faculty and calls into question 
the value of expending enormous amounts of energy and time trying to agree on what 
students ought to know. Gaff and Davis conclude that while mastery of the subject 
matter of the major is deemed very imponant by students, for general education it is the 
case that "the development of thinking skills, communication skills, and personal and 
interpersonal competence are more important than the mastery of any particular content" 
(Gaff and Davis, 1981: 1 16). 
On the basis of these findings, the Working Group concluded that an essential 
component of the foundation for building an effective general education program is to be 
found in the perceptions of students. On the basis of his experience with the Harvard 
Assessment Seminars, Richard Light observes: 
Students have thought a lot about what works for them. We can learn 
much from their insights. Often their insights are far more helpful, and 
more subtle, than a vague "common wisdom" about how faculty members 
can help students to make good decisions at college (Light, 1992: 6). 
Students do have reactions to their university experiences, they know the 
circumstances in which they were intellectually challenged, motivated to learn, and 
empowered by the accomplishment of individual discovery. Students are also very clear 
about the types of experiences which were more negative than positive, something to be 
gotten through rather instilling the joy of learning. Their views as to the structure, 
content, and delivery of general education should be pan of the design of any program. 
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The general education program we recommend was consciously and deliberately 
designed to be responsive to srudent aspirations and consistent with the academic goals of 
Ponland State University. 
Foctors Affecting Student Learning Outcomes 
As the members of the Working Group discussed how to design a general 
education program that would work toward accomplishing the purpose and goals of 
general education at Portland State University we became aware that student learning is 
significantly affected by a number of factors unrelated to course content. In particular, 
our deliberations were very much influenced by the research of Alexander W. Astin 
(1992.1993). His research is based on analysis of information collected by the Higher 
Education Institute at UCLA which has compiled longirudinal data on some 500,000 
studentS from more than 1300 institutions ofall types. 
Astin finds that the degree to which studentS feel themselves to be part of a 
campus community and the extent to which they are involved (engaged) with their 
campus and their educations are major influences on student learning outcomes. Both are 
strongly affected by peer influences. The strongest negative effect on student satisfaction 
is lack of student community particularly when this is reinforced by peer attitudes (Astin, 
1993: 279, 426). When studentS feel themselves to be part of a campus community both 
socially and academically not only does satisfaction increase. so also do academic 
outcomes. Both community and involvement are significantly affected by the frequency 
and the content of student-student and student-faculty interactions. 
While curriculum cannot by itself suddenly create a sense of identity with the 
campus community and or enhance student engagement with their educations, conscious 
attention to these issues can contribute. Curriculum can be designed to be delivered in a 
manner which encourages faculty-student interaction and which facilitates the 
development of student community and encourages student involvement. For example, 
many institutions are attempting to encourage the formation of learning communities 
wherein studentS progress together through at least some part of their university 
experience. This structure has been found to promote student connections and 
engagement through shared educational experiences. It enhances community. A decline 
in a sense of loneliness and alienation among studentS and improved retention rates are 
reported to result from this curricular structure (Gabelnick, et al., 1992). 
We understand that full implementation of the learning community approach at 
Ponland State would be problematic at best. The large numbers of transfer studentS and 
the reality that many of our studentS at least temporarily interrupt their programs means 
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that we cannot design a program based upon the assumption that students will 
continuously enroll. However. we have sought lo design the freshman portion of the 
recommended program in a manner that will encourage the building of learning 
community experiences for at least those students. 
More specific direction for the Working Group was provided by Astin's 
longitudinal analysis of students at 159 institutions. Among the environmental, non­
content factors found to significantly enhance general education outcomes are (Astin, 
1992: 30): 
• 	 Student-Student Interaction. 
• 	 Student-Faculty Interaction. 
• 	 A Faculty That Is Very Student-Oriented. 
• 	 Discussing Racial/Ethnic Issues With Other Students. 
• 	 Hours Devoted To Studying. 
• 	 Tutoring Other Students. 
• 	 Socializing With Students of Different Race/Ethnicity. 
• 	 A Student Body That Has High Socioeconomic Status. 
• 	 An Institutional Emphasis On Diversity. 
• 	 A Facully That Is Positive About The General Education 
Program. 
Factors found to have a significant negative effects on general education 
outcomes include (Astin, 1992: 36): 
• 	 Living At Home; Commuting. 
• 	 Watching Television. 
• 	 Large Institutional Size. 
• 	 Lack of Community Among Students. 
• 	 Frequent Use ofTA's. 
• 	 Full-time Employment; Off-Campus Employment. 
These findings are quite striking and had an important affect on the features of the 
program we recommend. The list of negative environmental factors describes the context 
for many of our students. According to the 1992 entering student survey 79 per cent of 
entering freshmen and 81 per cent of entering transfer students indicated that they 
planned to work while attending PSU. Most of our students do not live on campus and 
commute to the University, PSU is a large institution, and a consistent complaint 
expressed by our students is the absence of a sense of campus community. 
Over 51 per cent of the freshmen and over 40 per cent of the transfer students 
surveyed by the Office of Institutional Research disagreed or strongly disagreed with the 
following statement: "I have met a faculty member I can talk to" (OIR, 1993a). These 
findings suggest that many of our students feel isolated from the faculty. 
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Another characteristic of our students is that many are first generation university 
students. Fifty-two per cent of the 1992 entering students surveyed report that neither of 
their parents had completed a two year or four year degree program. Twenty-three per 
cent indicate that neither parent had attended college at all. 
The university experience is often significantly different for those who are 
breaking a family tradition from those who enroll as an expected continuation of both 
their own education and family history. Often, these first generation students are racial or 
ethnic minorities which further exacerbates the often difficult transition from secondary 
to higher education. Peer pressures in the neighborhood, some Jack of family 
appreciation for the pressures of the university experience, and what is often a cultural 
disjunction place significant stresses on these students. They are at risk. It is for these 
students that the need for community and the validation of their decision to enter higher 
education is most acute (ferenzini, et al., 1993). 
Implications for Retention 
A serious issue for this University is student retention. We noted earlier that only 
23 per cent of the students who enter PSU as freshmen continue to complete their degrees 
at this institution. Further, since 1986 between 33 and 45 percent of entering, full-time 
freshmen do not return for the second year. Changes in general education requirements 
are found to have an effect on student retention. Fifty-eight per cent of the institutions 
which adopted comprehensive reform of general education reported positive 
consequences for the retention of students (Gaff, 1991:95). The question is whether the 
program we recommend speaks to the problem of student retention at Portland State 
University. 
In two repons to the PSU Committee on Undergraduate Retention, Professor 
David Wrench, Psychology, presented his analysis of 1991 entering student survey items. 
In his first report Wrench focused upon items and indices related to retention of students 
from the Fall quarter to the Spring quarter. He concluded that a supportive campus social 
environment is essential to retention and that having a faculty member one can talk to is 
highly related to whether a student completes the academic year (Wrench, 1992). In his 
second report Wrench focused upon retention from Fall 1991 to Fall 1992. Social 
support and a feeling that the institution is caring again emerge as important factors. 
Also the number of hours students work, whether PSU offers the programs desired, and 
advising and information were established as being related to retention from one year to 
the next (Wrench, 1993 ). 
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In many respects Wrench's findings conform with Astin's conclusions about 
factors related to student satisfaction and learning. The context within which many of our 
students seek a university education includes several factors which have been found to be 
negatively related to their success. Reform of general education cannot change that 
reality. It can, however, seek to provide learning opportunities which emphasize positive 
influences. It can assist the development of community and increases in faculty-student 
and student-student interaction. The general education program we recommend has been 
developed to create the opportunity to improve those aspects of the university 
environment. 
General Education Approaches and Learning Outcomes 
As was discussed earlier in this report, the general education reform movement of 
the 1980's resulted in differing curricular approaches being adopted at a number of 
campuses. The question is whether the changes adopted are related to enhancements of 
student learning and improvement in their overall satisfaction with the university 
experience. 
On the basis of his research Astin concludes that the "true-core" interdisciplinary 
approach is the only general education curriculum which appears to have a significant 
and positive effect on student development outcomes and student satisfaction which is 
independent of other factors (Astin, 1993: 425). Different variations of the distribution 
strategy to delivering general education were not found to make much difference when 
other factors are taken into account. 
Ernest L. Boyer argues for a similar direction. He finds general education to be in 
considerable difficulty across the country and argues that students need to go beyond 
their majors to a "more integrated view of knowledge and a more authentic view of life" 
(Boyer, 1987: 90). In order to be complete. general education must be structured so that 
the overlapping of the disciplines can be explored by students. To achieve this he argues 
on behalf of the integrated core approach which he defines as (Boyer, 1987: 91): 
...a program of general education that introduces students not only to 
essential knowledge, but also to connections across disciplines, and, in the 
end, to the application of knowledge to life beyond the campus. The 
integrated core concerns itself with the universal experiences that are 
common to all people, with those shared activities without which human 
relationships are diminished and the quality of life reduced. 
These conclusions are modified somewhat by the conclusions of a study 
attempting to classify general education programs into different categories and then 
exploring the relationships of these to a range of measures of student behavior and 
· -.
perceptions of their academic environments (Hurtado, Astin, Dey, 1991). This study is 
based upon a sample of 17,161 students at 190 institutions. Developing a taxonomy for 
general education programs is at best a difficult enterprise. The programs adopted by 
colleges and universities are very much influenced by their individual contexts and often 
include elements which overlap from one category to another. Some 90 per cent of 
American institutions of higher education are found to base some or all of their 
requirements on some variation of the distribution model. Only about 5 per cent rely on 
an interdisciplinary, "true core" program in which all students take precisely the same 
courses. The remainder include Major Determined Programs wherein each major 
detennines the general education requirements for its students. 
Within the distribution category there is considerable variation. The categories 
detennined by a factor analysis of general education requirements include: "diverse 
offerings" or programs which generally lack strict requirements and include a number of 
course offerings, "personalized or individualized curricula" which include required . 
experiences that ask students individually to apply skills and knowledge acquired 
throughout the program, and "integrative/interdisciplinary" approaches which require 
students to take a number of integrative and/or interdisciplinary courses such as a 
"capstone" experience (Hurtado, Astin, Dey, 1991: 142). 
The current general education requirements at PSU would appear to best fall into 
the "Diverse" category. The program we are recommending is best characterized as 
combining elements of the "personalized/individualized" and "integrative/ 
interdisciplinary" approaches. 
The "diverse" approach is found to have several negative relationships not 
associated with programs falling in the other categories. Students fulfilling "diverse" 
general education requirements were less likely to report that they had worked on group 
projects, given class presentations, or spent a lot of time attending classes or labs during 
the previous year. Further, students in institutions whose requirements fall into this 
category were also found to perceive less attention to student development. Negative 
relationships were found for perceived institutional priorities to develop leadership ability 
among students, helping students examine and understand personal values, and facilitate 
student involvement in community service. The authors conclude: 
"actual classroom experiences in a diverse program may be a Jess unifying 
educational experience for students than other curriculum types. In sum, 
the evidence indicates that a "diverse" approach to general education is 
deficient in providing a unifying educational experience and that students 
perceive less institutional attention to student development than is the case 
at institutions with other curricular structures . .... Perhaps the bright and 
motivated students may benefit the most in institutions that have adopted a 
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diverse curriculum structure, since much appears to be left up to the 
student to find (as in a college honors program) or build their own 
coherent curricular program in college (Hurtado, Astin, Dey, 1991: 152). 
Research conducted by James Ratcliff and Elizabeth Jones (Jones and Ratcliff, 
1991; Ratcliff. 1992; Jones, 1992) builds upon assessment of student learning through 
analysis of transcripts and the relationships of course patterns to nine broad categories of 
learning from the SAT and GRE scores. Their findings argue against the establishment 
of a common core required of all students. Students learn differently and not all courses 
are best suited for the learning of all students. However, these results also do not support 
the current wide range of options characteristic of "diverse" general education 
requirements. Different course combinations are found to contribute to different types of 
gains in student learning. 
Quantitative abilities are not developed solely in lower-division 
mathematics courses: they are enhanced through an array of select applied 
science, social science, and business courses as well. General learning is 
not confined to lower division; upper-division courses contribute strongly 
to the development of specific learned abilities, particularly analytic 
reasoning (Jones and Ratcliff. 1991: 100). 
On the basis of these findings Jones and Ratcliff recommend discrete arrays or 
clusters of courses from different disciplinary perspectives constructed to build 
cumulative learning as the approach best suited to contribute to student learning. This is 
particularly so for students who enter the university with less.preparation in terms of 
knowledge or learning abilities (Jones, 1992: 43). This research points out that our 
students come to us with a range of abilities, interests, and preparations. It is those 
students who are less well prepared who will benefit the least from a wide range of course 
options to fulfill general education requirements. 
A further body of research which provided guidance to the Working Group was 
that of Richard Light drawing from the Harvard Assessment Seminars (Light, 1990. 
1992). Three findings were particularly influential on our deliberations. First, this 
research clearly sets for the importance of frequent, immediate assessment. and detailed 
assessmenL This was found to be crucial for course effectiveness (Light. 1990: 3i). 
The second point is that even though studies of student achievement have shown 
that class size does not well predict actual learning as measured by test scores, small 
interactive classes do result in .increased community. engagement with learning, and 
faculty-student interaction. In particular, freshmen who are often required to take a 
number of large introductory classes should have at least one smaller sized class (Light. 
1990: 70; 1992: 19). 
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Finally, the Harvard studies highlight the importance student study groups being 
explicitly built in as part of the course structure. Student involvement with courses is 
increased. And from the process of working in a group they encounter and learn a 
number of lessons about exchanging ideas, moving a group forward, and how to disagree 
in a group setting (Light, 1990: 71). Harvard has found that mentored clusters of students 
has had significant payoffs for their students. 
As noted at the outset of this section, research on general education and its 
delivery as related to student learning and satisfaction outcomes suggest a number of 
directions to those involved with curricular change. Students aspire to a broad, enriching 
education but often do not find that goal met by existing delivery structures based on the 
distribution of courses among selected fields and departments. They prefer more 
integration and coherence in their programs but also wish to maintain choices among 
course options (Gaff and Davis, 1981:118). The research supports am interdisciplinary, 
thematic approach, more tightly structured clusters of courses, an interdisciplinary core, 
use of mentored clusters, extension throughout the four years. linkage of the program to 
articulated goals. Of particular note is that this research provides evidence that student 
learning is the product of much more than the subject matter "depth" of courses. The 
goals for general education can be only partially be achieved through the lecture 
exchange between professor and student. Courses and curriculum for general education 
must take specific cognizance ofthe range of factors which have been found to be 
positively and negatively related to student development. 
The Working Group came to the understanding that to be effective and to achieve 
the goals intended curriculum needs to be structured and delivered in ways which respond 
to the characteristics of our students and to what is known about factors influencing 
learning outcomes. Curriculum can not address the real context of our students much of 
which works against attainment of educational goals. We can, however, and indeed must 
develop curriculum which emphasizes and consciously strives to enhance those 
experiences which have been found to positively influence learning outcomes. Emphasis 
on student-student interaction, faculty-student interaction, student tutoring, emphasis on 
groups of students progressing through at least some part of their program together, 
constructing a general education program about which faculty can be positive are all 
points which can be affected by changes in the general education program. The program 
we are recommending to you includes each of those points. 
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A GENERAL EDUCATION PROGRAM FOR  
PORTLAND STATE UNIVERSITY  
Our recommended program for lhe general education of Portland State students 
is based primarily upon the purpose and goals for general education articulated in lhe 
previous section. Research on student goals and expectations, on factors which affect 
learning positively and negatively, and research on lhe relationships of different 
curricular structures designed to deliver general education to siudent learning and 
satisfaction were also important influences. We have sought to develop a program of 
study which consciously and deliberately applies lhese findings and recommendations to 
lhe particular context of Portland State University. 
We begin wilh a comparison of current requirements and lhe recommended 
program. This is followed by separate discussions of each of lhe components of lhe 
program: freshman core, course clusters for sophomore lhrough senior levels, and lhe 
senior capstone experience. In each section we offer several recommendations which 
touch on questions of program implementation. 
Comparison Between Current and Recommended Requirements 
The following comparison of current and recommended requirements leaves little 
question that the program we are recommending marks a significant departure from the 
Jong-standing distribution based general education requirements at Portland State 
University. It is a four year program of study. Heavy emphasis is placed on faculty­
student and student-student interactions throughout lhe program. Small mentored 
discussion groups are integrated into the freshman core and sophomore level courses. 
Students will have choices throughout the program, but these will be structured integrated 
arrays or clusters of courses. We have sought to build into our recommendations features 
lhat have been found to positively contribute to student developmenL Other research 
based characteristics of the program will be pointed to as we discuss lhe separate 
components. Throughout lhe program the foundation and direction are based on the 





1. 18 credits from two depanments from each I. Frestunan Year 
of tbe three academic distribution areas. 
18 upper division credits must be earned Three Core Courses 
in tbeacademic disuibucion areas with no 
more tban 12 In one depanmem 54 2. Sophomore Year 
2. Two courses (6 credits) of diversity Three 4 credit courses selecced from 
coursework from the approved list. different interdisciplinary programs or 
Courses must be taken from two different general education tracks. 
departments. These credits may be 
included within the above distribution 3. Junior and Senior Years 
requiremenL 
Complete one imerdisctplinary program 
3. Writing 121 3 or general education track (four 3 credit 
4. Writing 323 3 
courses). 
4. Senior "Capstone" Experience 
5. HPE295 3. 
(Minimum) 63 
Number of Required Credits 
The current 63 credit requirement is equivalent LO 34 percent of the 186 creditS 
needed for graduation. The recommended program reduces the credits required to 45 or 
24 per cent of the number required for graduation. It should also be noted that the current 
63 credit requirement is a minimum. Unless students and advisors are careful to 
coordinate the vertical field distributions with the horizontal upper and lower division 
requirements, students may end up having to complete some number of additional credits. 
Also, most upper division courses have lower division prerequisites. Students may be 
faced with having to complete additional courses to meet these prerequisites or find 
themselves in upper division classes for which they are unprepared. Finally, not all 
courses eligible to meet the diversity requirement can be used to meet the distribution 
requirements. Some of the courses on the approved list carry omnibus numbers (407, 
410, etc.) and these cannot be applied to the distribution requirements. The net effect is 
that the number of student seats and the number of courses needed to deliver general 
education to ou r students will be less under our recommended program. 
While its is simply not possible to foresee and plan for all possible student 
scenarios whic.h might lead to complications, it is the case that the recommended program 
sets forth credit requirements which are more clear and pose fewer interpretation 
problems for students and faculty than is currently the case. Greater clarity and.reduced 








During our deliberations we were made very aware of the reality that between 75
and 80 percent of our graduates offer at least some credits lllken at other institutions. The 
magnitude of the transfer student issue is well illustrated by the fact that for the 1991-92 
academic year there were nearly twice as many seniors (3,133) as freshmen (1,596)
enrolled at PSU (OIR, 1992a: 25). Clearly, any general education program must take 
cognizance of this underlying characteristic of our University. 
A key concern for transfer students is the equivalency of their coursework at other 
institutions to courses meeting the distribution requirements at Portland State. In addition 
to creating a substantial workload for those involved with transcript evaluation, the 
"equivalency problem· appears to generate a good deal of dissatisfaction among transfer 
students. A preliminary review of open ended comments from entering transfer students 
suggests that there is a considerable amount of dissatisfaction with both the evaluation 
process and the problem of equivalency in relation to the general education requirements. 
Having to repeat coursework, uncertainty as to which courses fall in which distribution 
area, a lack of clarity as to the purposes of the requirements, and a general frustration 
with having to meet requirements which may necessitate delaying graduation arc among 
the general themes of these comments. Faculty, department heads, deans, and other 
administrators face a constant stream of petitions regarding equivalcncies or requesting 
waivers from the requirements throughout the year with the pace quickening as 
graduation nears. Transfer students frequently experience difficulties with the present 
system and may encounter delays in graduation for purposes which often seem to them 
more bureaucratic than educational. 
Our discussion of this issue was greatly assisted by the contributions of the 
representatives from the community colleges. They added significantly to our 
understanding of the Block Transfer program as well as the concerns of their students 
who are considering entering PSU. The Block Transfer program requires that the general 
education work at the community college level be considered to meet university lower 
division requirements for those students who complete the A.A. degree. All three area 
community colleges have revised their general education curriculum and require a good 
deal of their students. 
A major concern of the community colleges was that no special requirements, 
such as a required series of courses or competency exam, be put in place for students 
transferring in as juniors. They correctly pointed out that such an approach within the 
general education program would create yet one more obstacle for these students which 
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would run counter to the intent of the Block Transfer program. Additionally, a special 
requirement which was not applicable to other PSU students would only encourage these 
and other transfer students to pursue other options. 
Our response to the "transfer problem" is to recommend that the requirements 
ofthe general education program begin ill relation to a student's class standing at the 
time they enter PSU. That is, a student entering as a sophomore would begin the general 
education program at that level. They would not be required to Ulke the freshman core. 
Similarly, a junior would begin at that part of the program. Persons transferring in as 
seniors would be required to meet the upper division requirements of the program. This 
approach would respond to many of the concerns expressed by incoming transfers by 
effectively ending the problem of equivalency for at least the general education ponion of 
their PSU programs. 
Several of the written responses to our previous report commented that transfer 
students would not have had freshman core and might therefore be at a significant 
academic disadvantage. Our response is to recommend that the "Freshman 
Experience" sem inary which will begin to be offered this Fall quarter be changed ro 
"New Student Seminars" and that transfer students be strongly advised to take 
advantage of that opportunity. Those transfer students who do talce this course will have 
the opponunity to begin building the bonds of community and sense of involvement 
which appear so important for student learning and satisfaction. 
Writing Requirement 
The program we recommend does not include a separate set of courses identified 
as writing courses. The Working Group is strongly committed to the premise that an 
essential component for all courses included in the program will be a demonstrable and 
substantial emphasis on communication as a component of learning. We consider the 
core of communication to be writing, but we also expect serious attention to be given to 
graphic, numeric, and oral means of learning and expression. This does not mean that 
each course will be expected to require an extensive research paper. Rather, each course 
through all four years of the program will be expected to include a variety of writing and 
other communication experiences. Writing, graphic, numeric, and oral modes of learning 
and expression will be taught and learned within course context rather than being isolated 
into two required courses which are often perceived as being separate from the subject 
matters being pursued by students. Writing and other forms of communication will 
become integrated into and part of the subject matter focused upon by different general 
education courses through all four years of the program. 
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Diversity Requirement 
Similarly, the program does not include a separate, isolated diversity requirement. 
As was discussed earlier, the intentions and objectives of the diversity requirement have 
been diluted by the fact that at least 102 courses can be used to fulfill the two course 
requirement. As is the case throughout the current curriculum, there are individual 
courses which significantly and powerfully contribute to student learning in this area. Yet 
it is not clear how this list of individual, depanment based courses can consistently 
contribute to a coherent learning experience. Our recommended goals and strategies 
place strong emphasis upon student learning about diversity from a number of 
perspectives. Our goal is that Ponland State University will begin to be among those 
universities and colleges which include these issues in coursework across the curriculum. 
Several of the curricular initiatives underway include a focus on these concerns and 
faculty will be encouraged to develop courses which address these issues. We believe 
that among the outcomes of the recommended program will be greater awareness and 
enhanced sensitivity among our students. 
Health and Physicnl Education 
Under I.he recommended program the current three credit Health and Physical 
Education requirement wi11 be eliminated with the objectives of that course included 
within I.he general education goals and strategies. In response to I.he previous draft of this 
repon, the faculty of the Depanment of Public Health Education presented to the General 
Education Working Group a set of carefully considered and thoughtful suggestions for 
strengthening the general education goals and strategies. Most of those suggestions were 
incorporated into the current draft and the Working Group is appreciative for I.hat 
contribution to our development of this set of recommendations. 
General Education Courses 
Courses for the freshman core will be developed by I.hose faculty who comprise 
core faculty for a given academic year. All university faculty will be invited and 
encouraged to develop courses for the sophomore through senior levels of the program. 
These could be developed by individuals or groups of faculty and could take the form of 
one separate course or a sequence or even a cluster of courses. A faculty advisory 
committee will review the extent to which course proposals incorporate the goals and 
strategies of I.he program into I.heir subject matter and delivery. These courses would not 
carry a departmental prefix, rather they would be identified as general education courses. 
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This approach to course development for the general education program is a 
significant break with the distribution model. Currently courses developed primarily for 
majors by depanments within the field areas constitute the curriculum for general 
education. Many of these existing courses serve two not altogether complimentary 
purposes. They are intended to contribute to the specialized expertise of majors and they 
are offered as contributing to the general education of all students. It is certainly 
foreseeable that these courses could be revised to incorporate the goals and strategies and 
then become pan of the general education program. 
This does not mean the necessary demise of the many excellent depanmental 
courses which have successfully contributed to student learning. Many of our students 
will continue to need a large number of credits in addition to general education and major 
requirements. The number of additional credits needed by students varies considerably 
from program to program but can be as high as 96. Students will continue to search for 
courses outside their majors which are interesting and which are seen as contributing to 
their chosen area of specialization. The difference will be that students will not be taking 
these courses to fulfill distribution requirements; they will enroll in them because they are 
indeed interested in the course. 
Faculty Development 
If faculty are to be requested to participate in team taught freshman core courses 
and to develop courses for the general education program then the University must 
commit itself to ongoing, systematic program of faculty development. As Gaffs review 
of general education reform established, faculty development programs are increasingly 
part of curricular reform. 
Historically, faculty development has meant gaining increasing expertise within 
one's chosen subject matter. The curricular reform movement of the l 980's brought an 
emphasis on the improvement in teaching and learning (Gaff, 1991: 102). Faculty are 
accustomed to development in terms of improving one's knowledge and recognition 
within a disciplinary structure. Most are less accustomed to attending workshops, 
seminars, or conferences which focus not upon subject matter but upon improving one's 
teaching. Attention to course organization. learning objectives, and classroom activities 
have not been part of the graduate school experience of most faculty nor have there been 
very many incentives or opportunities to carefully consider questions of pedagogy. A 
systematic program of faculty development is an important ingredient of our 
recommendations for general education at PSU. 
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The development program will have at least two major goals. The first is to 
improve knowledge about the topics which provide the focus for course clusters and for 
the freshman core. Faculty from different disciplines will work together to design and 
deliver courses and there will need to be the opportunity for faculty to improve their 
knowledge of the contributions of other disciplines to course topics. For the freshman 
core faculty we recommend establishing an ongoing seminar wherein faculty will read, 
discuss, and write about the core theme from the perspectives of several disciplines. For 
faculty organizing individual courses or course clusters for the sophomore, junior, and 
senior levels of the program we envision workshops and shorter seminars which focus on 
expectations of the general education program and upon collaborative course 
development. 
The second objective will be to strengthen pedagogy. Here we expect there to be 
workshops and short seminars for faculty to become aware of different classroom 
activities and how those might be incorporated into her/his own classes. For example, the 
"one minute paper" assigned at the end of a class session and returned to studentS with 
feedback at the start of the next session has been found to have significant benefitS for 
student learning (Light, 1991: 35-38). Among the purposes of these workshops will be to 
explore how these and other relatively "low-tech" and low cost innovations can be built 
into the classroom experience. 
Another objective will be to provide support for faculty who wish to develop 
pedagogies including more "high-tech" innovations such as interactive video disks or 
multi-media presentations. Faculty know these possibilities exist but do not have the 
time or the resources on their own to gain the expertise needed to make effective use 
these technologies in the classroom. A program of faculty development which focuses 
upon strengthening pedagogy will provide at least the beginnings of the support needed. 
At universities across the country faculty have responded to development 
programs with a good deal of enthusiasm. Increased collaboration across disciplines, 
enhanced pedagogical effectiveness, and improved student satisfaction with their learning 
experiences in general education courses have been among the reported results (Gaff, 
1991: 108-109). Many faculty at Portland State University have reported similar positive 
experiences resulting from their participation in the current faculty development grant 
program and other development opportunities. We recommend that the University 
expand its current efforts and work toward a sustained, systematic commitment to a 
program of faculty development. 
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Faculty Reward Structure 
As the University guidelines are currently written; promotion, tenure, and merit 
pay decisions are not likely to be significantly affected by one's participation in lhe 
general education program. The Working Group strongly recommends that the 
guidelines on promotion, tenure, and merit pay be changed to include participation in 
the general education program as a separately identified component of the evaluation 
criteria. We believe that this change is absolutely essential in order to acknowledge and 
reward the significant commitments of time and expertise on the part of participating 
faculty and the overall contributions of those efforts to the University. 
Phased Implementation 
We recommend that the components of this program be phased in over a four 
yearperiod. The freshman core would be implemented for all entering freshmen in the 
Fall of 1994. The sophomore courses would be prepared for the following year. The 
junior and senior level course clusters would begin in the Fall of 1996. Finally, the senior 
Capstone would be available beginning with lhe Fall Quarter of 1997. 
Program Administration 
During the course of our review of trends in the reform of general education it 
became apparent that the Jong term success of the program would require a clear 
administrative point of responsibility. authority, and support. No such administrative 
structure presently exists at Portland State University. We recommend that a person be 
designated to be the administrator ofthe general education program and that this be 
that person's primary administrative responsibility. We further recommend that this 
person be assisted and advised by a General Education Faculty Advisory Committee 
which will have the responsibility for overseeing and proposing changes i11 the 
program as it evolves. Finally, we recommend that the administration of the program 
be independent of the College of liberal Arts and Sciences and the professional 
schools. 
The program we are recommending includes the premise that general education is 
the responsibility of all University faculty. Faculty in the professional schools have not 
in the past been able to participate by offering courses meeting the distribution 
requirements. Further. many are involved primarily at the graduate level. We believe 
that the participation of those colleagues will significantly add to the learning experiences 
of our students. We belief that an impor1.1nt aspect of the ability of lhis program to attract 




The overall goal for the freshman core is to assist students make to transition from 
the "authority bound phase" to becoming increasingly sophisticated learners and thereby 
enhance their ability successfully engage their academic programs. As we have seen, our 
entering freshmen bring with them a range of contexts and abilities. Those contexts often 
include being a first generation university student, working, and commuting any 'one of 
which have been found to have a negative relationship to student learning and 
satisfaction. For many of our students their situations include two or more of those 
negative factors. Curriculum cannot address or alter those contexts, they form the reality 
for many of our students. However. a planned, coherent. and integrated program of study 
and the manner in which it is delivered can enhance factors found to be positively related 
to student development. particularly those related to involvement and community. Our 
design of the freshman core was specifically grounded on our understanding of those 
aspects of general education have been found to positively student prospects for 
successful academic achievement. 
Structure 
The three five credit courses required of all ente1ing freshmen will be team taught 
organized around a general theme which will be adopted by the core faculty for each 
academic year, and extend through the entire academic year. As presently planned, there 
would be four faculty teams each consisting of five faculty, assisted by five student 
mentors. teaching 2/3 time in core. Faculty teams will have the freedom to develop the 
specific topics related to the general theme for their courses. During the year-long course 
those topics will be considered in some considerable depth from a variety of disciplinary 
perspectives. 
Clearly, this is not "core" in the conventional meaning of the term. Entering 
students will not all have classes with precisely the same topical content and reading. 
What will be "core" about these classes is the constancy of assignments requiring daily or 
almost daily communications projects, an emphasis on active learning through student 
participation, exposure to faculty from different disciplines confronting students with 
differing knowledge systems and disagreements over ways of knowing. Students will be 
presented with "facts" but they will also be confronted with the reality that some "facts" 
are matters of contention. They will also be expected to themselves engage is some 
discovery of "facts." 
We are presently planning for twenty sections of core. Each five member team 
would be responsible for five sections. To insure continuity during the course one faculty 
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member would serve as the primary instructor for each course. Team members would 
each for a two to three week period each quarter explore the perspectives and insights 
offered by their discipline to the specific topics under consideration. Among the 
outcomes of this organizational structure is increased student awareness of the 
distinctions and commonalties among disciplines and their contributions to the richness 
of the university experience. 
Core classes will be kept relatively small (30-40 students) though this will vary 
depending upon how many admitted freshmen actually enroll at PSU. These classes will 
be broken down into three smaller groups for two hours per week. These small group 
sessions will be assisted by the student mentors who are part of the overall course team. 
By design the structure and organization of these courses is intended to create in each a 
learning community including the faculty members, the student mentors. and the 
students. In order to more carefully consider the several organizational issues for 
freshman core we developed the following preliminary class schedule. 
Possible Schedule for Freshman Core 
ClassTimes Small Group 
Times 




Core Course Content 
While structure and organization are essential, it is content :ind delivery which 
will ultimately determine whether the goals for freshm:in core are achieved. After some 
considerable discussion we concluded that a thematic approach was simply the best basis 
upon which to build academically rigorous courses which are sufficiently interesting to 
engage students and have the depth necessary to contribute to their academic 
development. 
The foundation of these courses will be a core of knowledge and academic 
abilities. Students will be confronted with "facts," concepts, and theories related to the 
course topic as presented from the perspectives of several disciplines. Each class session 
will include an assignment which asks them to engage in one of the modes of 
communication. asks them to gather information, and/or challenges them to consider a 
problem from a different perspective. Among the guiding principles for these courses is
that students will have frequent assignments and immediate feedback. The research by 
Light (1990: 31-33) has shown that this approach is extremely important and positively 
contributes to student learning. 
By the end of the year long courses students will be expected to know how to 
frame questions, gather information, engage in analysis, and communicate conclusions 
applying written, numeric, and graphic forms of communication. That is, students will be 
expected to use the library to gather information from original sources, to have the 
sophistication to integrate different types of information as they attempt to analyze a 
problem, and to present that analysis in an appropriate form which demonstrates their 
capacity to employ written, numeric, and graphic means to communicate their work. 
Most often this will take the form of a research repon of moderate length to be completed 
during the Spring quaner. 
The result will be that in addition to learning a great deal about the topic under 
consideration. students will have spent the year gradually becoming more sophisticated in 
their ability to learn through constant, almost daily assignments structured to develop 
different skills and abilities. Additionally, they will have been exposed in some depth to 
several different disciplines; their ways of framing questions, gathering information, and 
standards for making knowledge claims. Students will be belier prepared to successfully 
meet the expectations of upper division work in their majors than is often the case at 
present. 
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The First Theme: Discovery 
As the committee worked this summer to more completely work through our 
recommendations we decided to adopt "Discovery" as the organizing theme for the first 
year of freshman core. Two short papers have been written each exploring the range of 
meanings for the concept and how those would apply to course development. We plan to 
continue our "seminar" during this coming year as we read and discuss material from 
each others' disciplines. Each of us has benefited greatly from the discussion to date as 
we continue to learn from each other. 
Two groups of faculty have begun to develop model courses within this general 
theme. Neither effort is as yet fully developed but both hold the promise of offering 
precisely the kind of learning experiences envisioned for entering freshmen. We present 
a brief description of each to illustrate what is intended for freshman core courses. 
"Discovering Metropolitan Portland" is the tentative topic for one of the courses. 
This fu11-year course of study proposes to direct student efforts toward discovery of the 
evolution of the physical and human landscapes and toward consideration of processes of 
change and the future. Throughout the course attention would be given to models offered 
by different disciplines to describe current conditions and predict processes of change as 
a means for understanding current and future conditions and problems. 
In addition to being presented with a range of facts about the metropolitan area, 
students would be asked to engage in data collection of various types (e.g. physical 
measurements of the environment, demographic statistics, mapping neighborhoods, 
human surveys ) and be expected to present those data in appropriate forms as they 
analyze different problems. Throughout this course students would be expected to work 
with facts in the context of descriptive and process models that assist in organizing and 
analyzing the world around them. In addition to enhancing their academic abilities, 
students would gain substantial insight into the relationships between physical and human 
characteristics as these interact to shape this metropolitan community. 
The second model under development proposes to explore discovery through a 
focus on the social, cultural, and historical context of Alben Einstein's theories of 
relativity. Tentatively titled "Shifting Realities: Albert Einstein's Relativity," this year­
long course would begin with a consideration of the social and intellectual climate of 
Europe at the beginning of the twentieth century. The context within which Einstein 
learned and grew to maturity included considerable intellectual ferment as scientists and 
artists worked and contributed toward significant changes in the definitions of objectivity, 
perception, space, and time. Students, in the winter quarter, would examine the theory of 
relativity and the consequences of its publication on the study of physics and more 
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broadly. Why was it that a theory of physics so strongly captured public imagination 
making Einstein a world renowned hero? To what extent is discovery contextually 
constructed? These issues would carry the course into a consideration of current societal 
and cultural contexts of scientific discovery. 
Throughout this course students would be asked to research and write several 
short essays exploring the historical, cuhural, and scientific issues raised. They would 
also be expected to explore mathematics as a means of communicating ideas. Some data 
collection. analysis, and presentation would be required throughout the course. 
These model courses clearly offer students two very different topical maps to 
discovery but in many ways they share similar concerns and will offer students many 
similar experiences. Written and other forms of communication, using mathematics as a 
means of learning and expression. considering topics through several disciplinary lenses, 
collecting data and reporting analytic results are experiences that run throughout both 
courses. Both offer students interesting. even exciting opportunities, engaging them in a 
variety of learning experiences. At the end the three quarters we expect students 10 have 
made considerable progress in their journey toward becoming life long learners. 
The Library and Freshman Core 
Both of the courses under development envision students being involved in a 
number ofinformation gathering activities, often from primary sources. This will be the 
case for every freshman core course. This means that by desi gn as well as necessity 
freshman core will include access and retrieval of information from the PSU library as a 
significant pan of the curriculum. 
At present, many of our students do not confront the need to make use of the 
library until they begin the upper division portion of their course of study. Then. they 
urgently need to avail themselves of the many resources available but typically must do 
so wi thout even a minimal introduction to the library, understanding of how information 
s organized, or awareness of the most appropriate means to access information. Rather i
than being a component of student learning throughout their education, the importance 
and role of library resources do not emerge until late in their education and then students 
often have incomplete knowledge as to how to take full advantage of those resources. 
Beginning with the freshman core, students will learn how to access and retrieve 
information from the library in a manner that is integrated with their coursework. Core 
faculty will work with library faculty to incorporate those goals within the curriculum. 
We expect the goals to be based upon those aniculated by the Association of College and 
Research Libraries' "Model Statement of Objectives for Academic Bibliographic 
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Instruction" (ACRL Bibliographic Instruction Section. 1991). This extensive program of 
objectives and competencies focuses upon student's being able gather information which 
is seen as four separate but interactive processes: 
I. 	 Identifying how information is created and communicated. 
2. 	 Understanding how information is organized into recorded and 
unrecorded sources. 
3. 	 Being able to select information using a number of access points and 
sources. 
4. 	 Being able to actually retrieve an item from a collection. 
The goals for this part of the curriculum include much more than simply 
discovering the on-line catalog or knowing which floors house material from which 
disciplines. Students should gain an appreciation for the information structures, 
understand the range of ways to begin identifying particular sets of information, as well 
as the basis for distinguishing among different types of information. By the end of the 
freshman core students will be expected to be able to use efficiently electronic modes of 
searching including on-line options and electronic databases, demonstrate confidence in 
the use of indexes and abstracts as access points by identifying and retrieving articles 
from journals and periodicals, be able to identify sources from citations and follow 
through the search to physical retrieval of that item (Wright, 1991). This list of 
objectives is certainly preliminary and will need to be carefully developed with the 
assistance of library faculty but the intent should be clear. By the end of their first year at 
Portland State University our students will be able to use the library with confidence and 
view access to that information as integral to their academic experience at PSU. The 
ability to access and use information well and wisely is essential to facilitating lifelong 
learning. 
Evaluation 
Freshman core classes poses a number of challenges for the evaluation of student 
performance. Frequent communication assignments. data collection activities, and class 
presentations are among the activities which will be expected of students. The traditional 
pattern of a mid-term and final exams perhaps supplemented by a paper or essay will not 
be adequate to meet the learning goals of these courses, allow for the identification of 
student problems. or offer the opportunity for a more complete examination of student 
development. 
An approach which offers the promise of using evaluation as pan of learning and 
allowing for a more comprehensive review of student progress is that of portfolio review. 
Individual assignments will be evaluated and commented upon almost immediately. 
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During the quarter students will be expected to build a ponfolio of the work completed 
and will present that to the faculty team at the end of each term. The faculty in 
consultation with the student mentors will evaluate each student's performance on the 
basis of total work c.ompleted and evidence of learning progress. Given the nature of 
these courses, portfolio evaluation offers the best opportunity for a student assessment 
program which effectively contributes to student learning. 
The Core Faculty 
Our current plans call for a twenty member freshman core faculty drawn from 
deparunents across this University each devoting two-thirds of their teaching to the core 
program. Participants would retain their departmental affiliation. We do not envision the 
development of a permanent core faculty. Rather, some portion would leave to return full 
time to their departments at the end of each year IO be replaced by new faculty 
participants. In this way the program will retain some continuity from year to year but 
will also benefit from the expertise and insights of the new members. 
Faculty can indicate their interest in participating in the program through self 
nomination or nominations by their departments. The general education faculty advisory 
committee will be charged with selecting the participants for the next academic year. 
The determination of core faculty membership should be accomplished during the Fall 
quarter for the next academic year. 
During the Winter and Spring quarters these faculty will be expected begin to 
learn to work together by participating in course development workshops and the ongoing 
core faculty seminar. This would continue through the summer which leads to our next 
recommendation. We recommend that incoming core faculty receive a summer stipend 
to support course preparation. Facuhy will be asked to make at least a two year 
commitment to the program. No person will serve on core faculty for more than three 
years. 
While we expect core faculty to be drawn from across the university, we do plan 
for some areas of expertise to be consistently present. Core faculty should include 
persons with expertise in writing and its instruction, mathematics, and graphics. Because 
new faculty will be brought into the program each year we expect that over time all 
members of the PSU faculty who wish to participate will have the opportunity to do so. 
Student Mentors 
Our current organization of the core program calls for twenty student mentors 
who would be responsible for assisting students work on their assignments in small group 
sections. Students wishing to participate in the program as mentors should have upper 
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division standing and would be nominated by their departments or self-nominated by 
early in the Winter quarter. Students nominated should have demonstrated exceptional 
abilities in at least one of the communication areas, the curiosity and the capacity to 
pursue research questions, and the ability to work with people from a variety of 
backgrounds and contexts. Core faculty would review the applications and select the 
mentors prior to the end of Winter quarter. During the Spring these students would be 
expected to work closely with their faculty team in course preparation and would be 
expected to attend workshops to help prepare them to meet the expectations of faculty 
and students. We anticipate that these students will become integral members of the 
team. We recommend that student menton be compensated by receiving tuition 
remission for that academic year in the same manner as is done for graduate 
assistants. 
In addition, student mentors will learn a great deal. Astin has shown that being a 
student tutor contributes in significant ways to student learning. Thinking through, 
researching. and preparing a year long course and then being part of the delivery of that 
experience should greatly contribute to the university experience of these students. 
Expected Outcomes 
In addition to consideration of course topics in some considerable depth, we 
expect that the outcomes of year-long freshman core will include measurable growth in 
the areas of communication, framing questions, information collection, ability to use 
numeric information for analysis and communication, and facility in accessing and 
retrieving information from the library. Students should be able design and complete a 
modest research project and use written, numeric, and graphic means to communicate the 
results. 
Additional outcomes should include enhanced facility with scientific thinking, 
mathematics, and writing. At present, courses which emphasize these abilities tend to be 
avoided by students who often feel a lack of competence in those areas and who are 
therefore quite apprehensive about their prospects in such courses. We expect that 
students will feel empowered by their contact with these and other competencies in the 
core program and that they would as a result be more likely to pursue their curiosity 
about those areas through additional coursework. 
We expect that the core experience will result in students making substantial 
progress toward the overall goal of becoming lifelong learners. This will significantly 
enhance the abilities of students to pursue their chosen majors. 
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The pedagogy of lhe core program will include extensive student-student and 
student-faculty interactions. Additionally, students will be encouraged to stay in lhe 
same section of core lhroughout lhe year. Ideally, each section and its mentored 
discussion groups will form learning communities. The expected result is lhat students 
will build a sense of community and involvement with each other as well as wilh lhis 
University and its faculty. Students will know a member of the faculty wilh whom they 
can talk, lhey will have built some strong bonds with other students during lhe sustained 
year-long experience, and they will have had experiences working wilh olher students 
from differing backgrounds and contexts. The sense of isolation which results from 
many of our students working, commuting, having family responsibilities, being first 
generation students, and attending a large university will begin to have been deliberately 
addressed by lhe features of lhis pan of the general education program. As the research 
of Astin has shown, each of lhese contributes to increased student satisfaction, enhanced 
learning outcomes. and improved retention. While it is of course true lhat three five 
credit courses cannot in and of themselves fully address the issues of retention. learning, 
and satisfaction, freshman core has been consciously developed to respond to those 
issues and it will be a significant component of this University's efforts to respond on a 
more comprehensive basis. 
Sophomore, Junior, and Senior Courses 
The program for sophomore level students would continue to include small group, 
mentored sessions to assist students to improve upon the foundation provided by 
freshman core. Each of the three, four credit courses will also continue to include 
frequent communications assignments with immediate evaluation and feedback. We 
expect lhe objectives and content these courses will begin a more direct focus upon topics 
and strategies related to lhe Human Experience and Ethical Issues and Social 
Responsibility general education goals. 
Our initial planning for these courses is lhat they would be overviews of or 
introductions to junior and senior level course sequences or clusters. Students would 
choose three such courses and lhen move on into one of the clusters. Again, students will 
have choices but these will be sti;uctured and integrated sets of courses. 
The four course, twelve credit junior and senior level requirement will be  
designed to offer students choices among sequences or clusters of courses. Faculty may  
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educational experience. The research by Ratcliff and Jones discussed earlier strongly 
supports this curricular structure. 
Faculty offering courses grouped into a cluster or sequence will be expected to 
work together as the content and objectives of these courses evolve and to coordinate 
such matters as sequencing and scheduling. The faculty development program will seive 
importantly to assist this necessary coordination. This will mean that faculty offering 
courses in the program will engage each other in discourse across depanments and 
disciplines as they work toward developing their individual courses in relation to the 
other offerings within the cluster. The commonalties and conflicts among differing ways 
of knowing will become part of the course structure rather than a matter which is left to 
students to divine. 
The expectation of frequent and s ignificant communications assignments will 
continue and the pedagogy should include active learning on the part of students. The 
subject matter will include expanded consideration of the strategies related to the goals of 
Human Experience as well as Ethical Issues and Social Respons ibility while continuing 
to build on the foundations in the areas of Inquiry and Communication. Students will be 
expected to demonstrate increasingly sophisti cated research and communication abilities. 
The following schematic illustrates the proposed general education model 
and the interrelationships among the different components of the recommended program 
Alternative general education and Senior year 
First year core interdisciplinary counes andprograms capstone 






Science Scien e in 
Concepts Socie y 
of study, and shows a hypothetical student's passage through her general education 
coursework. Only four of a much larger collection ofalternative interdisciplinary and 
general education programs are shown. This schematic was developed with specific 
reference to the Science in the Liberal Arts Program. This interdisciplinary program has 
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been developed to offer the opportunity for our studentS to enhance their science literacy 
and will begin to be offered this Fall. It is an excellent example of one kind of course 
sequence which could be developed for the recommended program. The courses 
identified at the bottom of the model refer to Science in the Liberal Arts courses. 
Senior Capstone 
The discussion of the six credit senior capstone experience in our previous report 
elicited a number of responses ranging from "irresistible, worth trying" to "good idea, but 
how will we do this," to "this terrifies me." In general, the responses were quite favorable 
to the idea that this metropolitan area could serve as a learning laboratory for our studentS 
to apply the expertise learned in their majors. The concern expressed both softly and 
stridently was whether it would be feasible. In this discussion of the capstone we seek to 
address at least some of those concerns and suggest ways in which the capstone could be 
structured and supported. 
The senior capstone has three main objectives: 
I. To provide an opportunity for srudentS to apply the expertise learned in 
the major to real issues and problems. 
2. To give students experience working in a team context necessitating
collaboration with persons from different fields of specialization. 
3. To provide the opportunity for students to become actively involved in 
this community. 
A capstone requirement is typically put in place to provide studentS with a 
learning experience which culminates their university education. Certainly that is part of 
the intention with this capstone experience, but we are also an urban university part of 
whose mission is to interact with the community and to provide opportunities for the 
community to access the resources of the University. This version of the capstone is 
more broadly conceived to be responsive to the urban context and resources of Portland 
State University. 
StudentS will take the capstone near the end of their educations at Portland State 
University. By this point they will have nearly completed their major requirements and 
will have acquired some degree of expertise and competency. The capstone will provide 
an opportunity for studentS to begin the transition from university to profession or further 
education by experiencing and testing their expertise in a structured environment. 
The team project element of the capstone is a direct response to observations from 
persons in the private and public sectors. They have indicated with some clarity that our 
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students are well trained for a specific area of expertise. The major weakness is that they 
have had little if any experience working in a group context to collectively address 
problems and goals. Even more to the point is the observation that students trained 
within specialized fields need to be able to communicate and work with persons trained 
in other specialized fields. Those who can successfully do so are the ones who are more 
likely to be retained and advanced within the organization. The capstone asks our 
students to do more than read and take notes about team approaches; it asks them to 
actually do it. 
The community involvement component of this part of the program will place 
Portland State at the forefront of the service learning movement in American higher 
education. An increasing number of colleges and universities either require or make 
available opportunities for community service. The Campus Compact. a national 
organization formed by a group of college and university presidents to promote 
community service as an integral part of undergraduate education, has grown to include 
some 300 presidents and their campuses (see Stanton, 1990). In 1990 Congress 
incorporated service learning into the National and Community Service Act and in 1992 
over five million dollars was distributed in 58 grants to colleges and universities. All of 
this is by way of establishing that the general education capstone is not entirely new or 
out of step with national trends. Rather. service learning has been found to have 
significant benefits for student learning and is now a part of the curriculum at a number of 
campuses. 
The types of projects included within the capstone will encompass a wide range of 
activities. Some projects may involve library research leading to an analytic paper while 
others may involve data collection or observations in the field. What we expect is that 
the projects will be finite rather than open-ended and will be significantly directed toward 
the capstone objectives. 
Two related issues seem to comprise the core of the concerns raised about this 
recommendation: how many students and how many projects. The number of students 
who would be seeking to complete this part of the general education program during each 
academic year is most likely somewhat over two thousand. Since 1988-89 Portland State 
has awarded about 1900 Bachelor's degrees per year. For those same years the number of 
students classified as seniors has been about 3100. That this difference between number 
of undergraduate degrees awarded and the number of seniors has been consistent raises a 
number of questions. For purposes of the capstone, these figures suggest that the annual 
number of students seeking to participate in these projects would be somewhere between 
the two and probably closer to the number of degrees awarded. 
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This does not mean, as some have inferred, that more than 2000 projects will be 
needed for each year. We estimate that number of projects needed for each year will be 
approximately 200 to 250. First, these are to be team not individual projects. While the 
size of the team will vary depending upon the nature of the project, we have built our 
estimates on the basis of IO-member teams. Second, some majors and programs 
currently require a senior level experience which is similar in intent and design to the 
capstone. At the previous set of open meetings we were asked if those students would 
also need to complete the general education capstone. Our recommendation is that 
students in those majors and programs which currently have or subsequently develop 
senior level experiences similar in intent and design to the capstone not be required to 
also complete the capstone requirement. For the Working Group, it is the intention and 
the goals which are primary, not which institutional component offers the experience. 
Those programs and majors will be asked to meet with the general education advisory 
commiltee to explore how to implement this recommendation. The result is that the 
initial number of students who will be required LO complete the general education 
capstone will be reduced. 
We envision that several of the projects will be ongoing over a number of years 
and that the number of new projects needed each year will be fewer than the 200 to 250 
total projects needed. For example, several organizations are right now in need of annual 
data collection and summary but do not have the resources to accomplish this. The 
relationship between the University and organizations with this need would be to 
establish an ongoing mutual commitment LO participate in that project. 
The Portland metropolitan area contains some 55,000 business. over 60 
governments with their attendant agencies and bureaus, and uncounted non-profit groups, 
neighborhood and community groups, and private associations. We begin with the 
assumption that more than 200 projects per year can be found in this metropolitan area. 
Further, we expect that once the capstone is in place with the resultant expansion of 
institutionalized relationships between the University and community there will be more 
projects submined from the community than we will be able to accommodate each year. 
Equally important will be institutional support for the capstone. Projects will 
need to be identified. The parameters and expectations for both the community 
organization and the University must be negotiated and understood, with that 
understanding communicated to students. Student teams will need assistance, logistical 
support, and advice. The performance of both the community organization and the 
student team will need to be monitored. It is quite clear that faculty could not be 
expected to carry this additional work load without significant support. 
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The Working Group has discovered that the foundations for that support are 
already being constructed by faculty acting individually and in groups, as well as 
emerging in the activities of some programs and institutes. Individual faculty and 
programs have for some time been negotiating with public and private sector 
organizations to provide learning experiences for their students. 
More systematic, University-wide effons have been begun by the Institute of 
Ponland Metropolitan Studies. This institute is designed to link University resources 
with metropolitan issues and is governed by a 21 person board composed entirely of 
community members from the five county metropolitan area. Among the activities 
envisioned is Project Match which will seek to connect community organizations with the 
University. Project Match is intended to identify community issues and problems which 
are consistent with the mission and the resources of the University, to make organizations 
aware of the resources of the University. and to "broker" the connections between the 
University and the community. These initiatives by the Institute are an important 
component of the necessary foundation of ongoing relationships between community 
organizations and the University. 
Another organization which is already in place and functioning to establish 
sustained connections with the metropolitan community is the Portland Educational 
Network (PEN). The activities of PEN have primarily focused upon creating a 
consortium of regional educational institutions for the purpose of designing educational 
experiences for students at all education levels. These already established relationships 
should result in a number of opportunities for capstone projects. 
The effons of individual faculty and programs, the Institute of Portland 
Metropolitan Studies, and the Portland Educational Network are illustrative of the range. 
of connections between the community and the University which are already in place. 
Planning and preparation for the capstone will lake place within an institutional context 
wherein many contacts and relationships have already been established. What will be 
needed during the four years prior to the phasing in of the capstone is the expansion of 
that foundation. 
At present one grant proposal has already been submitted to the Fund for the 
Improvement of Postsecondary Education (FIPSE) which requests support for the 
creation of a Metropolitan Collaborative. The Collaborative would be a vehicle for 
identifying, supporting, and developing community-based projects. This grant proposal 
specifically builds upon our recommendations for the capstone and would be a significant 
step toward providing the necessary support for faculty and students. 
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Another group of faculty have been awarded a grant from the PSU Faculty 
Development Program for the purposes of facilitating service learning at Portland State 
University and positioning the University to receive external funding to support an 
extensive service learning program. More specifically the intention is to apply for funds 
from the National and Community Service Act. It may also be the case that under the 
terms of this act students participating in capstone projects will be eligible for tuition 
assistance. 
During this coming academic year, faculty development in the area of service 
learning will be facilitated by several workshops and seminars. By the end of 1993, the 
intention is to seek external funding to support a service learning center. This center 
would not only work to expand University-community linkages but would also identify 
projects and provide support for monitoring the projects and assisting student teams. 
An additional source of support for the capstone could result from an examination 
of and rethinking how this University applies resources to the activities of adjunct 
faculty. It is our understanding that at present some forty per cent of our courses are 
taught by adjunct faculty. We recommend that some portio11 of the resources currently 
spent on adjunct faculty for the purposes of classroom instruction be reallocated to 
support the capstone. These resources would support practitioners who have the 
expertise and experience to support different capstone projects. Student teams would be 
able to work with and learn from persons who have been confronting project issues on a 
professional basis. This approach would, we believe, significantly contribute to the goals 
for capstone and would be a productive use of adjunct faculty. 
The intent of each of these efforts is to have in place the structures and necessary 
support for the capstone by the Fall of 1997 when the capstone is phased in. Faculty will 
not be expected to bear the entire workload. Rather we will build on the foundation 
already in place at PSU and extend those resources toward constructing what will be an 
important ingredient of our students' educations. 
OTHER ISSUES 
At the open faculty meetings and in the written comments a number of additional 
issues were raised many of which concern the consequences of the program as well as 
implementation concerns. We begin with brief discussions and recommendations 
responding to some of the particular concerns which have been expressed by faculty and 
students. The discussion then turns to three larger issues: assessment, productivity, and 
cost. We understand that at this stage of program development we do not have full 
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responses to each of those issues. Further, additional concerns will undoubtedly emerge 
should our recommendations be adopted and we move toward full implementation. 
Implementation Task Force 
As we worked this summer on more completely developing our recommendations 
we came to understand that implementation of this general education program will touch 
on many aspects of this University and its current practices. We recommend that an 
implementatWn taskforce be established. This task force would be established jointly 
by the Office of Academic Affairs and the Faculty Senate. It would most likely include 
members from the Working Group, other faculty, the Office of Student Affairs, the 
Library, Office of Academic Affairs, Scheduling, and other persons whose 
responsibilities and area of expertise would affect the implementation of the program. 
Summer Program for Freshman Core 
We recommend that the three course freshman core program be offered during 
the extended summer session. Two concerns raised as a result of our previous report 
prompt this recommendation 
First, some professional and pre-professional programs have freshman course 
requirements that amount to as many as twelve credits per term (e.g. Music). A great 
deal is expected of those students and the concern was raised that the five credit freshman 
core courses in addition to those requirements may impose too heavy a load. These 
students would greatly benefit by being able to complete freshman core during the 
summer. 
Second, for a variety of reasons some of our students do not take courses during 
all three quarters of the academic year. Having this part of the general education program 
available in its entirety during the summer should assist those students to complete the 
three term course in the manner intended. 
Additional Discussion Group 
We recommend that an additional one credit mentored discussion group be 
scheduled and made available U> students enrolled in freshman core. 
This recommendation is prompted by two concerns. First, several students 
responding to our previous report raised the issue of the fit between the five credit core 
courses and the twelve credit requirement to be eligible for financial aid. For some 
students, particularly single mothers and those with heavy outside work commitments, 
having to carry three courses in addition to freshman core might be too heavy an 
academic load. Yet, this is what they would have to do in order to be eligible for 
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financial aid. While the financial aid requirements should be visited by the 
implementation team, change would be unlikely to occur in time for the freshmen 
entering in the Fall of 1994, if it occurs at all. The additional discussion section carrying 
one credit would mean that these students would with two additional courses have access 
to financial aid. 
Some responses raised the issue of the availability of additional help for those 
students who might need additional work to meet the expectations of the core classes. 
The additional mentored small group sessions would be available to those students and 
could in significant ways address this concern. We fully expect that these additional 
groups will be included in the scheduling of freshman core. 
Assessment 
At present Ponland ·state University does not have a systematic program for 
assessing student development We recommend a group of faculty be convened to work 
toward the development and implementation of an assessment program for Portland 
State University. 
Assessment of student development is increasingly a part of the landscape of 
American higher education. The public has come to expect that colleges and universities 
will be accountable for the outcomes of the educational programs they provide and states 
have moved to require systematic programs of swdent assessment for all public 
universities and colleges. Washington state now has such a requirement and work toward 
implementation is in progress. New Jersey has developed the New Jersey General 
Intellectual Skills Assessment which was developed in consultation with the Educational 
Testing Service. This is now required of all public universities and colleges in New 
Jersey and was administered for the first time in 1990 (Kloss. 1992). \Ve should not be 
too surprised if Oregon also moves to join this trend 
Assessment engenders substantial and significant debates. What should be 
assessed? How should one measure student development and/or learning? How will the 
results be used? These questions frequently lead to the more fundamental concern with 
what should students know (Astin, 1991). For the general education portion of the 
Portland State University Curriculum those objectives are set forth in the statement of 
purpose and the goals. 
At this point we envision assessment occurring at different levels. The first is 
assessment of student performance in each class, the purpose of which would be to assist 
learners. Earlier we argued for portfolio based assessment of student learning in 
freshman core. The sophomore and upper division levels would presumably employ 
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different means. The capstone poses a very different set of problems which remain to be 
resolved as the planning for that portion of the program evolves. 
The second level is the assessment of the contribution of each course toward the 
general education goals. Each course will be evaluated every time it is offered. Student 
evaluation will be one part of that assessment. We also anticipate that a review and 
analysis of gains in student performance will become integral to the assessment. The 
purpose will be to offer suggestions for changes in content and/or pedagogy where 
appropriate. Elsewhere, assessment has generated serious discussion among faculty 
about what should go on in the classroom (Kloss, 1992: 188). We fully expect that 
discussion to be an ongoing characteristic of the core faculty and those faculty who are 
offering courses for the other components of the program. 
The third level is the overall assessment of student learning outcomes at the 
conclusion of their academic programs. Several instruments and approaches are presently 
available and several have been the subject of extensive research (Astin, 1991; Banta, 
1991). However, we cannot say at this point which, if any, of these would be appropriate 
for Portland State University. For assessing the general education program the criteria 
will need to be based upon the purpose and goals. It will be important even essential to 
have some information base upon which to build the future evolution of the program. 
Additionally, it will be a means by which this University begins to address the issues of 
accountability and productivity. 
Productivity 
Among the concerns raised about the recommended program are its consequences 
for the "productivity" problem. The classes in freshman core will be comparatively small 
and will be team taught. The argument is that these faculty will be less productive than 
their colleagues in terms of the numbers of students filling seats in classes. While that in 
itself may not be entirely correct and certainly not always correct, it represents a 
miscasting of the problem. The focus on the generation of numbers of students in classes 
as defining "productivity" indicates rather strongly that we in the academy have 
acquiesced to this particular meaning of the term. To a considerable extent we appear to 
have lost the debate because we did not enter the discussion in a manner which was 
responsive to the underlying concerns. 
The criticisms of higher education in the l 970's through more recent attacks have 
focused upon the quality of undergraduate education. The premise for many of these 
assaults on the academy is that faculty do not devote sufficient attention to undergraduate 
education with the result that our undergraduates are less well educated than the public 
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expects. In general, productivity is an issue which has emerged from these concerns and 
has merged with increasing demands foraccountability on the part of publicly supported 
higher education. The issue is undergraduate learning, not numbers of students in seats. 
In Oregon the state legislature, the state Board of Higher Education, and the 
Chancellor have each remonstrated colleges and universities to place increased emphasis 
improving undergraduate education. Curricular reform initiatives for the improvement of 
undergraduate education are now expected. All faculty are to become more involved 
with the teaching of undergraduates. 
The recommended program of ers an immediate and important increase in 
productivity understood as meaning devotion of faculty resources to undergraduate 
education. Faculty from all units of the University even those whose programs are either 
primarily or exclusively at the graduate level will be participaring in the undergraduate 
general education program. 
The second way in which the recommended program responds to the productivity 
issue and its underlying theme of accountability is through the development of courses 
and learning experiences which are clearly and purposefully related to the instilling in our 
students the abilities and the propensity to engage in life long learning. The program 
offers this University for the first time an articulated purpose which identifie.s the 
expected outcomes of education at Ponland State University. And, it is responsive to the 
concerns of undergraduate students and the community. 
Finally, the assessment of student progress toward the goals articulated offers this 
University an opportunity to reframc the debate over productivity. We should be clear 
that adopting the recommended program means that this University is establishing itself 
as accountable for achieving those objectives. Productivity will then to a significant 
degree be based upon assessment of student development and learning outcomes in 
relation to criteria derived from the recommended purpose, goals, and strategies. The 
extent to which our undergraduates demonstrate learning will become pan of this 
University's response to the demands for accountability and productivity. The result will 
be that this term which has caused so much dismay in the academy, will come to be 
understood in a way that captures the meaning of the concept in a manner that is more 
responsive to public concerns than a simplistic inventory of numbers of students, classes. 
and faculty. 
Cost 
Not surprisingly some considerable degree of concern has been expressed about  
the cost of the recommended program. As far as we are aware there has not as yet been  
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an analysis of the comparative costs of delivering general education through the current 
distribution requirements and those for the recommended program. 
As the Working Group has considered this issue we have concluded that a good 
estimate is that the cost of delivering general education under the current distribution 
model and the cost of the recommended program will be roughly the same. The current 
requirements necessitate that enough student seats in enough courses be funded so all 
students can enroll in the number of courses needed to complete at least 63 credits. The 
recommended program will necessitate funding enough seats in courses totaling 45 
credits. The six course, 18 credit reduction represents a significant savings. However, 
pans of the recommended program, particularly freshman core and the capstone, will be 
more expensive to deliver than is the case for large lecture classes. To this more 
expensive delivery of learning experiences would be added the costs of the student 
mentors, faculty development, and the single administrator. After reviewing this rough 
comparison of the costs for both approaches to general education we concluded that it 
could not be argued that the recommended program would be significantly more 
expensive, nor could it be argued that it would lead to significant cost savings. 
The greater impact of the program will be the reallocation of faculty resources. 
Twenty faculty teaching 2/3 time in freshman core, the number faculty teaching one or 
two courses a year in the sophomore and upper division courses, and those faculty who 
are involved with the capstone will be teaching fewer courses in their home departments. 
However, since these persons will be drawn from across the campus and because their 
participation in the program will not be on a permanent basis, the impacts on 
departmental resources should be neither substantial nor long term. 
SUMMARY 
The General Education Working Group has worked to develop a set of 
recommendations for a general education program which draws from current research, is 
responsive to the context and aspirations of our students, and which is guided by a clear 
purpose which underlies its goals and strategies. We are convinced that this program 
addresses several institutional problems, not the least of which is retention. It was 
consciously and deliberately developed to address the characteristics of our students and 
to emphasize approaches which have been found to be positively related to student 
learning and student satisfaction. 
This is not to say 1,hat every student will benefit similarly from the program. Our 
students come to PSU with a wide range of abilities and diversity of contexts. Not all 
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will succeed. However, this program will offer to all an improved opportunity to 
accomplish their educational objectives. 
When this general education program is combined with a systematic assessment 
effort, Portland State University will be able to respond more meaningfully to the 
challenges posed community demands for accountability and productivity. Assessment 
of student learning in relation to articulated and understood criteria will contribute to our 
ability to reframe the understanding of productivity so that includes learning outcomes. 
We believe that this program and our several recommendations will not only lead 
to significant enhancements in our students' educations but will also speak to many of the 
goals of our faculty. Faculty place a high value on educational excellence and some 
become frustrated and alienated when they perceive little support or reward for their 
individual effons and little prospect of comprehensive institutional efforts to bring about 
positive change. This recommended program is clearly committed to educational 
excellence and offers faculty across this campus the opportunity to contribute and will 
provide the support to do so. Further, if the recommended addition to the University 
guidelines for promotion and tenure is adopted, it will also be the case that participation 
in this program will become part of the reward system of the institution. 
If the evidence from other universities is replicated at Portland State University, 
the visibility and standing of our University in the community will be improved. The 
implementation of this program will contribute to the overall advancement of our 
University and contribute to our collective goal of becoming an institution widely known 
as a place where students receive superior educations from talented scholars who are 
committed to assisting students make the often difficult journey to becoming lifelong 
learners. Portland State University will have made significant strides toward becoming 
an institution of choice in the state of Oregon. 
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The General Education Working Group has carefully reviewed and discussed the 
points raised during the September All-Campus Symposium and in subsequent 
discussions. In this repon we offer responses to those concerns and questions where we 
are able. We do not include all of the points and supponing material discussed in our 
September repon. Throughout this document we refer to that previous repon and this 
repon should be considered in conjunction with the research and discussion presented to 
the faculty this past September. 
The Working Group was very appreciative of the general expression of support 
from symposium participants--faculcy and students alike. There was wide-spread 
agreement on the need to change our current general education requirements and many 
expressed genuine excitement about the proposed program. In particular, several agreed 
that the proposed program would contribute toward the building of university community 
and would greatly assist our effons to improve student retention. Allached to this repon 
is a letter from Mary Kinnick, chair of the Committee on Undergraduate Retention, which 
comments on the relationship between the proposed program and the problem of student. 
retention at Ponland State University (Appendix A). This committee has been studying 
student retention patterns at PSU for the past two years and has identified factors related 
to the low rates of student retention at this University. Professor Kinnick concludes her 
discussion by stating that several features of the proposed program will "contribute 
significantly to increased retention and student success at PSU." 
Also expressed at the symposium was the view that "we haven't defined our 
identity at PSU; this plan could help define us as an academic community." This 
sentiment characterized several of the commentS from symposium panicipants. There 
seemed to have been substantial suppon for the view of the Working Group that adoption 
of the proposed general education program will significantly contribute toward our 
University becoming an institution of choice in the state of Oregon. 
This is not to say that there were not significant criticisms, questions. and 
concerns raised at the symposium or subsequent to that remarkable event. There were, of 
course, several. Many pointed to the need for clarification of different parts of the 
proposal. Others focused upon implementation issues. One consistent theme was a 
concern about resources and cost. Another concern was the effect of the proposed 
program on majors and depanments. 
In this repon we attempt to address several of those concems. questions, and 
criticisms. We cannot respond to some. particularly those related to resources and cost. 
Responses to those concerns will of necessity have to be provided by others. The 
Working Group agrees that these are important issues that must be addressed as part of 
the consideration of our proposal. 
ii should also be kepi in mind that our proposals set forth a plan for a general 
education program which is research based, grounded on an articulated purpose with 
at1endant goals and strategies, and adapted to the context of Portland State University. 
That plan is not fixed and unyielding. Rather, ii is designed to be adapted in response to 
possibilities which might emerge or problems which may arise as the program evolves 
and matures. Since the plan was first submitted to the faculty last May we have adopted 
significant changes in a number of respects while retaining the basic structure and 
objectives. As a result of the issues raised at the symposium we have adopted a number 
of additional changes. 
The revisions and clarifications include: some changes in the freshman level of 
the program; expanded discussion of the structure of the sophomore and upper-division 
levels, strengthened writing and communication components of the program, explored the 
question of process vs. content, more directly explained our intention 10 implement 
diversity across the general education curriculum, and discussed the correspondence 
between the proposed program and the impending K-12 reforms in Oregon. We also 
include a brief series of estimates on the numbers of courses and FT'E which would be 
needed 10 support courses for the program should it become fully implemented. Finally, 
this report contains brief discussions of the possible effects of the proposed program on 
the major, and the role of the peer mentors. 
One change which appears throughout this report is a change in the name of the 
faculty committee from "General Education Advisory Committee" to "General Education 
Comrnillee." This change more accurately reflects the central role to be played by the 
faculty commit1ee within the structure, oversight, and planning for the program. It is 
certainly intended to more than just an advisory body to the administrator of the program. 
Three appendices are attached to the text of this report. Appendix A includes 
letters commenting on various parts of the proposal. Appendix B includes a comparison 
between the proposed program and the current requirements, the statement of purpose 
and the goals and strategies which will guide the program, and other documents referred 
to in this discussion. Appendix C includes documents which pertain to the K-12 reforms 
in the State of Oregon. 
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FRESHMEN INQUIRY 
In the September report we described the freshman level courses for the program 
as "freshman core" developed by the faculty teams and organized around a common 
theme (pp. 41-49). Both the notion of an organizing theme which would change each 
year and the term "core" were pointed to by a number of the symposium participants and 
in subsequent discussions as creating some unnecessary confusion and possibly leading to 
some implementation problems. 
The freshman courses we propose are not "core" in the traditional sense of this 
term. That is, entering freshmen will not be taking exactly the same courses with the 
same readings and same syllabus. Thus, including "core" in the labeling of the freshman 
courses misidentifies the content and purpose of these courses. 
More concern was raised about the organization of freshman courses under a 
general theme which would change each year. Several respondents argued the need for 
more continuity over time in these courses than was suggested by the plan to change 
themes annually. 
The Working Group discussed these reservations and came to agree with both sets 
of concerns. We have, therefore, decided to revise the proposal and drop the plan to have 
an overarching organizing theme. Instead of labeling the freshmen level courses a 
"freshmen core" we have decided to call them "freshmen inquiry." This name change 
removes the need for the organizing base provided by a theme such as "discovery" and 
more accurately captures the objectives for the freshman year of the program: learning 
about and engaging in inquiry. 
\VRITING-COMMUNICA TION 
Several have expressed concerns that because the proposed program ends the two 
course writing requirements (WR 121 , WR 323) there will be a decreased emphasis on 
writing, particularly for students who transfer to Portland State University at the upper 
division level. From the beginning of our discussions. the Working Group has sought to 
develop a program which will substantially increase student writing over what is 
currently required and we strongly believe that our proposals work toward this objective. 
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In order to more fully respond to this concern we present a brief sununary of the 
evolution of our thinking regarding writing and then more completely discuss how this 
will be incorporated into the proposed general education program. 
Several members of the Working Group began with the perspective that 
instruction in writing means emphasis upon the mechanics of writing. Through our 
discussions we came to understand writing as integral to learning as well as to the 
communication of what has been learned. Similarly, several of us began with the 
perspective that numeracy meant the mechanics of manipulating numbers. Again, we 
came to understand numeracy as integral to learning and conununication. A similar 
evolution took place in our understanding of visual and oral means of conununication. 
As our consideration of these issues proceeded we developed the concept 
"communication," understood to encompass each of these different processes of learning 
and expression with writing as the core. As we stated in our September report: 
Writing, graphic, numeric, and oral modes of learning and expression will 
be taught and learned within course context rather than being isolated into 
two required courses which are often perceived as being separate from the 
subject matters being pursued by students. Writing and other forms of 
conununicat.ion will become integrated into and part of the subject matter 
focused upon by different general education courses through all four years 
of the program (p. 36). 
A similar approach based upon a broadly conceived understanding of the term 
"communication" has been adopted by Alvemo College which has implemented a 
nationally recognized general education program. That program has been in place for 
some ten years and integrates communication across-the-curriculum with the premise that 
communication is an essential component of learning as well as expression. Should our 
proposal be adopted, the Working Group will explore the Alvemo College program in 
more detail and possibly call upon faculty at that institution to assist in the planning for 
the proposed program. 
Conununication with writing as the core, is to be a major component of every 
course in the proposed program from the freshmen inquiry through junior-senior 
interdisciplinary programs or clusters. The result will be that in meeting the proposed 
requirements students will write more and receive more directed feedback than is the case 
under the current requirements. This will be so whether a student enters PSU as a 
freshman or transfe rs in at any level. 
To achieve these objectives, faculty offering general education courses will be 
required to complete training on communication across-the-curriculum which will have 
writing as the central theme. Peer mentors. whether they be graduate or undergraduate 
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Inquiry 
students, will be required to complete similar training prior to participating in the 
program. We expect that there will be additional follow-up workshops to assist faculty to 
teach and respond to writing and other forms of communication. Also, guidelines will be 
developed outlining the expectations for communication experiences for courses at 
different levels of the program, similar to those which have been developed for writing 
intensive courses. Finally, the Working Group is committed to exploring and 
implementing some reasonable means of assessing the writing proficiency of students 
near the end of their tenure at Portland State University, in order to assure that minimal 
standards of proficiency are being met through the general education program. 
In addition to faculty development and the training of peer mentors the structure 
of the educational experience at different levels of the program will facilitate the 
emphasis on writing and communication. This is particularly so for the freshman and 
sophomore components. 
Freshman 
As we discussed in our September report, freshman inquiry courses will include 
frequent, almost daily, communication assignments (p. 43). Each class of 30-40 students 
will be divided into three smaller groups each assisted by a trained peer mentor. These 
will meet twice a week. The purpose of these small group sessions will be for students to 
work on their communication assignments with the assistance of the peer mentor. These 
will not be discussion groups. Rather, the expectation is that students will work together 
and with their peer mentor to respond to the assignments and to improve their writing and 
communication abilities. StudentS will receive immediate feedback and will be expected 
to build a portfolio of their work. 
Some have expressed the concern that students enter Portland State University 
with varying degrees of prior preparation in the area of communication. Some may need 
additional assistance. We propose that before beginning classes incoming freshmen be 
required to write an essay for placement purposes. This would be part of the orientation 
program and would be conducted at various times to accommodate different student 
schedules. These would be reviewed prior to the start of classes. Students who are 
identified as being at risk will receive mandatory placement in WR 115 or WR 121 at the 
same time as they are participating in freshman inquiry. Other students who want more 
practice or who believe they need additional assistance will have the option of taking an 
additional hour per week of small group work. 
It is also the case that transfer studentS will enter PSU with varying levels of prior 
preparation. It is not feasible to identify at-risk transfer students in the same manner as 





assigned to the program as "writing consultants" to assist faculty teaching general 
education courses in the identification of and appropriate placement of at-risk students. 
Courses 
The sophomore level courses will also be divided into three smaller groups which 
will meet one hour per week. These will also be assisted by trained peer mentors. The 
expectation is that sophomore level courses will continue to have frequent 
communications assignments and that the purpose of the small groups will be to assist 
students to work through and complete those assignments. 
An additional structural component of these courses will be that the Writing Lab 
will be structured into part of the course experience. Our intention is that as part of the 
small group activities students will be introduced to lhe resources available at the Writing 
Lab and that they will work on at least some of their communication assignments with the 
assistance of the Writing Lab. The purpose is to enhance student awareness of the 
resources available in the Writing Lab so that they will come to see those resources as a 
regular part of their educational experiences. The Writing Lab will be given the 
communications assignments and the expectation is that faculty will work closely with 
the Writing Lab as they develop courses. 
Courses at this level will also be communication intensive. Faculty will have 
completed training in writing across-the-curriculum and the expectation is that they will 
give frequent communication assignments. Additionally, "writing consultants" assigned 
to the program will assist in the development of the communic'ation components of those 
courses. Assignments will continue to be provided to the Writing Lab and smdents 
encouraged to make use of that resource. 
Throughout the program heavy emphasis is placed upon frequent communication 
assignments with writing as the core. Regardless of the point at which they enter 
Portland State University, students will experience more writing and other forms of 
communication as means of expression and learning than is the case under our current 
general education requirements. 
DIVERSITY 
In our previous report we stated that the cutTent diversity requirement··two 
courses selected from different departments--has evolved in a manner (over J OO  eligible 
courses) which has diminished the focus and coherence intended for this requirement (p. 
15). There is no question that establishing this requirement was an important first step 
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toward building an institutional emphasis upon diversity. The General Education 
Working Group has been and continues to be committed to furthering that emphasis. We 
firmly believe that our proposed program will contribute to enhancing this university 
community's awareness of. sensitivity to, and appreciation of societal diversity. 
On page 9 ofthat report we presented a table which indicated that among those 
universities and colleges implementing large-scale changes in their general education 
programs 61 per cent offer gender issues across-the-curriculum and 61 percent have 
adopted cultural pluralism as an across-the-curriculum theme. We also set forth our goal 
as being that: "Portland State University will begin to be among those universities and 
colleges which include these issues in coursework across the curriculum (p. 37)." The 
General Education Working Group continues to be strongly conunitted to this goal and 
understands these issues to be an integral part of our recommended goals and strategies 
(pp. 18-20). The inunediate issue is how to implement this goal absent a specific 
requirement identifying courses which must be taken. 
Given our goal of integrating diversity within general education courses our 
approach to implementation is twofold. First, faculty teaching in the general education 
program will be required to complete faculty development which focuses upon how to 
include diversity issues within the courses they are developing or adapting for the 
program. Peer mentors will be required to complete a similar development program. 
Though implementation differs from campus to campus, this general approach is being 
explored and in many cases adopted by colleges and universities across the country. For 
example, the Association of American Colleges has in place a nation-wide program 
focused on developing curriculum which will enhance student awareness and 
understanding ofcultural pluralism and diversity as part of their expected coursework. 
Other universities and organizations such as the National Institute on Issues in Teaching 
and Learning at the University of Chicago offer seminars which are focused precisely on 
how to implement the goals envisioned in our proposal. We fully expect to take 
advantage of those resources as well as those within our University. 
The second element of our approach will be to insure that persons with expertise 
in developing and delivering courses related to diversity, particularly those faculty who 
teach in the Women's Studies and Black Studies Programs. are members of the general 
education committee. It is this commiuee which will oversee and facilitate course 
development as well as faculty development for the general education program and it is 
clearly imperative that its membership includes faculty with this expertise. Additionally. 
we expect the freshman inquiry faculty to include persons with such expertise. 
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Both of these elements are essential to building toward full institutional emphasis 
upon diversity. Through faculty development and the participation of faculty with 
expertise in diversity issues, the proposed general education program will be an important 
component for achieving that overall goal--a goal whictl is important for our increasingly 
diverse student body and which will foster the abilities of our students to successfully 
interact with an increasingly diverse societal environment. 
STRUCTURE OF SOPHOMORE AND UPPER DIVISION LEVELS 
Several at the symposium and subsequently have raised questions about the 
sophomore through senior level course structure in the proposed program. The Jack of 
specificity about these parts of the program is the result of two factors. The first is that 
these elements of the program are dependent upon faculty from all parts of the University 
developing new courses or adapting existing courses. As a result we have few current 
examples of courses we can provide. The second factor is that while we were developing 
this part of the program we became aware of the large number of curricula.r initiatives 
being worked on by several faculty across the University. We intentionally left this part 
of the program open so as to be able to accommodate those courses and programs within 
the proposed general education program. 
One example of a series of courses which might be developed for the upper­
division portion of the program is the three course sequence "American Value Conflicts." 
This team taught course is being offered for the first time this Fall Quarter. We have 
included a copy of the overall description and the Fall terrn syllabus for this course in 
Appendix B. 
For other examples of the types of courses which might be developed for the 
program we offer the following titles from the current catalog of Evergreen State Colle_ge 
in Washington: 
Hard Choices: Public and Private Decision-Making in the Contemporary 
World. 
Community Development: Local and Global Perspectives. 
Humans and Nature in the Pacific Northwest. 
Knowledge, Truth and Reality. 
Geography and Environmeni: Systems in Conflict. 
The Human Condition: Time, Place, Values. 
Many courses at Evergreen are offered by teams of 2-3 faculty who bring their 
disciplinary expertise to bear on the topic under consideration. The success of the 
Evergreen program auests to the learning potential of this approach--for both students and 
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faculty. We envision that a number of such courses will be developed in conjunction 
with the proposed general education program. 
The model envisioned for the development or adaptation of individual courses 
which would then be structured into integrated clusters on the basis of a theme is similar 
to the approach adopted by the University of Washington for its College Studies 
Program. In that program, courses are developed by faculty and then grouped into 
integrated sequences. Examples of sequences and courses include: 
American Political Culture: 
ENGL 281/POL S 281-lntroduction to American Political Culture. 
ENGL 282-American Literature and Political Culture: Origins to 
1865. 
ENGL 283-American Literature and Political Culture: 1865 to 
Present. 
POL S 318-American Political Thought. 
HISTAA 410-American Social History: The Modem Era. 
Creativity, Technology, and Innovation. 
ART H 232-Photography: Theory and Criticism. 
ENGL 350-Theories of Imagination. 
HST 315-Introduction to the History of Technology. 
TC 420-lntroduction to Technology as a Social and Political 
Phenomenon. 
Cognitive Science. 
PSYCH 354-lntroduction to Cognitive Science. 
ANTH 358-Culrure and Cognition. 
CSE 415-Introduction to Artificial Intelligence. 
LING 442-lntroduction to Semantics. 
PHIL 464-Philosophical Issues in the Cognitive Sciences. 
Human Biology and Behavior. 
ANTH 220-Biological and Cultural Bases of Human Behavior. 
PHY A 372-Evolutionary and Nonevolutionary Views of the 
Human Species. 
WOMEN 453/ANTH 483-Women in Evolutionary Perspective. 
ZOOL 409-Sociobiology. 
As these examples illustrate, the plan to cluster individual courses around a theme 
is not particularly new. The University of Washington program has been established, 
been successful, and continues to grow with new sequences or clusters in preparation. 
For the program we propose, individual faculty or groups of faculty could develop 
a new course or adapt an existing course incorporating the goals and strategies of the 
program. The general education committee would have the role of assisting faculty to 
develop and adapt courses and then integrate these on the basis of theme or subject matter 
into a general education cluster. The general education committee would also have 
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among its functions the facilitation of communication among persons offering courses 
within a cluster. Each cluster would include 7-10 courses at least one of which would be 
offered at the sophomore level as an introduction to the cluster. The remainder would be 
offered at the upper-division level with students required to complete four upper-division 
courses within a cluster (12 credits). Each cluster would include courses from several 
different disciplines. 
As noted above, a number of faculty are currently involved in developing 
interdisciplinary programs or sequences. These include the American Studies program 
which is well along in its preparation and a Latino-Chicano studies program which is at 
an earlier stage of development. Each of these as well as other possible programs may be 
included partially or wholly within the sophomore and upper-division portions of the 
program. 
As an example of such an interdisciplinary program we have included in 
Appendix B a overview of and course descriptions for the Science in the Liberal Arts 
Program which began offering courses this quarter. This is an example of a fully 
developed interdisciplinary program extending from the sophomore through the senior 
years which could become incorporated within the proposed program. 
The amount of time required of faculty participating in the sophomore and upper­
division parts of the program will depend upon whether they are part of a joint or team 
taught course, an interdisciplinary sequence, or teaching an individual course. Persons 
teaching one course within a cluster could offer that course once each year or even every 
other year. Faculty teaching these courses will not be eJtpected to shift substantial 
portions of their teaching responsibilities to the general education program. By 
structuring the program in this way it should be possible for faculty from small 
departments and programs to participate in this part of the general education program 
without substantially diminishing the faculty resources in that department. 
Several questions have been raised concerning the course requirements being 
proposed for the sophomore and upper division levels and this section seeks to clarify 
those issues. At the sophomore level students will be required to take three 4 credit 
courses. Each of these courses must be from a different interdisciplinary program or 
course cluster. As envisioned, these courses will be developed as introductions to upper 
division courses in a program or cluster. 
Beginning with the junior year students will be required to complete four 3 credit 
courses within an interdisciplinary program or course cluster. The expectation is that 
students will choose upper division work in one of the clusters or programs begun in the 
sophomore year, but this is not required. 
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FACULTY RESOURCES 
As at least a partial response to the general concern about the amount of faculty 
resources required to support the proposed program should it be fully implemented we 
offer the following estimates. Our estimates are based upon student enrollment figures 
presented in the 1992 Statistical Portrait prepared by the Office of Institutional Research 
and Planning. 
As we noted in our September report (p. 4I) we are planning for twenty sections 
of freshman inquiry to be offered in the Fall of 1994 should this proposal be adopted. 
These three 5 credit courses would be taught by four faculty teams consisting of five 
persons each. These faculty would devote 2/3 of their teaching load to the freshman 
inquiry. This is the equivalent of 13.3 FTE. We understand that should the number of 
entering freshmen increase, more faculty teams will be needed and that the FTE 
equivalent will similarly increase. This fall approximately 745 fust time freshmen 
enrolled at Portland State University. This number could be accommodated by our 
estimate of 20 sections for freshman inquiry. However, should this number rise 
appreciably, or should a large number of transfer freshman opt to complete the proposed 
program rather than requirements listed in previous catalogs, then more sections would be 
required. 
As the program is fully implemented and the option of completing the current 
general education requirements no longer pertains, there will be a need for additional 
faculty for the freshman inquiry courses. For present purposes we will estimate this to be 
six 5 person teams or 30 faculty at 2/3 time. This is the equivalent of 20 FTE once the 
program is fully in place with the requirementS pertaining to all entering freshmen. 
For the sophomore level we based our estimates on class sizes of 50 studentS per 
class. This results in an estimate that thirty course offerings per quarter would be needed 
if current enrollment patterns continue. This is the equivalent of JO FTE. 
At the upper-division level. students will be taking four courses spread over six 
academic quarters. Again basing our estimate on average class sizes of 50 students we 
anticipate that forty course offerings per quarter would be needed. This would be the 
equivalent of 13.3 FTE. 
The result is that should this proposal be adopted 40.3 FTE would be needed to 
support the course offerings of the program once it is fully implemented. These estimates 
could change should there be a significant shift in our enrollment patterns. If this 
program is adopted with the outcomes we expect, Portland State University will become 
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an institution of choice. In that case we should anticipate a rise in the number of entering 
freshman which would further increase the resources needed for that part of the program. 
These estimates do not include the resources which will be needed to support the 
senior capstone. As we discussed in our previous report (pp. 53-55) faculty and students 
will need significant support for capstone projects. At a minimum a support center will 
need lo be developed which will have primary responsibility for project identification, 
negotiation between the University and public and private organizations, and project 
monitoring. Some faculty have already begun to work toward the development of such a 
center. Further, we also expect that there will be a role for several graduate students from 
across the University to assist faculty with the monitoring and oversight of capstone 
projects. 
It is also clear that faculty will need to be involved to insure the academic 
integrity of this learning experience. At this point we are not able to provide a reliable 
estimate of the faculty resources which would be required. This is so primarily because 
our proposal includes the provision that departments and majors may develop their own 
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capstone o r adapt existing major requirements to conform to the stated objectives for the 
capstone (p. 51 ). Students in those departments or programs would not also be required 
to complete a capstone experience offered under the general education program. The 
Working Group has been made aware that some programs and departments have already 
begun discussing this possibility. As an example, the Executive commiuee of the 
Theater Arts Department sent us a memo which outlines a proposal for a capstone for 
Theater Arts majors which would also be available for students majoring in other 
disciplines and programs (Appendix A). This proposal well illustrates the type of 
experience envisioned and discussed in our previous report. 
It is difficult therefore for us to estimate the number of faculty who would be 
involved with capstone projects offered under the auspices of the general education 
program. It is clear, however, that implementation of the capstone would require the 
participation of a number of faculty. It is also clear that the capstone will significantly 
add to the education of our students and to the identity and presence of Portland State 
University in this metropolitan community. 
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PROCESS VS. CONTENT:  
THE ISSUE OF ACADEMIC INTEGRITY  
While the emphasis given to learning processes in the proposed program was 
generally supported at the symposium and in subsequent discussions, there has also been 
a frequently expressed concern about the level of substantive content of courses in the 
program, particularly freshman inquiry. We have discussed this issue at some length and 
have come to understand the question as that of whether the courses in the program at all 
levels, but particularly freshman inquiry, will be academically rigorous alongside the 
emphasis on learning how to learn. The concern about the academic integrity of courses 
in the program is shared by the Working Group and we believe that the process of course 
proposal and preparation we have developed will contribute to maintaining the standards 
of academic integrity expected by all members of the University·community. 
Several symposium participants e)(pressed these reservations based on prior, less 
than satisfactory experiences with team teaching. Others stated that·in their e)(perience 
such courses were often as or more academically sound than individually taught courses 
because of the interactions among professional colleagues. While team-taught courses 
have pitfalls--which can often be avoided through careful planning and preparation--they 
also have many benefits. When appropriately structured, academic rigor is rarely a 
problem for team-taught courses. The addition of professional colleagues to one's 
audience brings an increased seriousness of purpose and commitment to the disciplinary 
content. Teaching and learning in a team-taught context is especially exciting, engaging, 
and demanding. A more common problem which many have experienced is the tendency 
of faculty to teach to one another with the level of the course rising above what might be 
appropriate for student learners. This can be avoided by faculty being attentive to this 
problem and establishing an acceptance of mutual oversight. 
The process which we expect to become the model for developing freshman 
inquiry courses evolved from the efforts of members of the committee, beginning last 
summer, to develop course proposals. One team has continued its efforts this fall and has 
produced a proposal for faculty development and a preliminary outline for a freshman 
inquiry course entitled "Shifting Realities: Albert Einstein's Relativity." This proposal 
can be found in Appendix B. The faculty involved with the development of this course 
shared drafts with all members of the Working Group. We would collectively comment, 
criticize. and offer suggestions to the "Einstein Team." Advice and suggestions were also 
sought from other members of the faculty with specific expertise in different subject areas 
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encompassed by the course. An earlier draft was circulated among all faculty in the 
Physics department for comment and suggestions. 
What has emerged from this process is not yet a complete description and syllabus 
for a freshman inquiry course. Rather, it is a proposal for faculty development. Should 
this course ultimately be fully developed and offered the members of the faculty team 
will be expected to read, discuss, and write about the topics and readings contained in the 
proposal. During the Jailer part of the development process it is expected that the peer 
mentors would be identified and begin to participate in the development of the course. It 
is not the case that each member of the team will be expected to teach each topic 
contained in the outline. Rather, each faculty will teach from their strengths. 
There can be no question as to rigor and integrity of the "Einstein Course" or 
doubt as to its potential to contribute to student learning. Because of this experience, the 
members of the Working Group have come to have great confidence in the integrity of 
this approach to course development. Each faculty team will develop proposals, have 
these reviewed and discussed by the entire freshman inquiry faculty, consult with faculty 
whose particular interests and expertise can assist with different parts of the proposal, and 
finally produce a proposal for faculty development following which the course syllabus 
will be developed. 
At the sophomore and upper division level courses will be developed or adapted 
from existing courses by individual faculty or groups of faculty. These will be reviewed 
by the General Education Committee which will facilitate the evolution of proposals 
which are both rigorous and directly address the goals and strategies of the proposed 
program. Additionally, within interdisciplinary program and course clusters faculty 
offering different courses within the program or cluster will be expected to meet to 
review courses and discuss changes within that program or cluster. 
Throughout the program the academic quality of course offerings will be a mauer 
for faculty review and discussion. It isfaculty interaction and peer review aspart of the 
process of developing courses for all levels of the program which is the strongest 
guarantor of academic integrity and which will become one of the hallmarks of this 
general education program. 
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CORRESPONDENCE WITH K-12 SCHOOL REFORM 
Several symposium participants ra.ised the question of the correspondence 
between the proposed general education program and the K-12 reforms in Oregon public 
schools. The Working Group has reviewed this issue and has concluded that adoption of 
the proposed program will result in this University being better prepared to meet the 
needs of students whose educational experiences have been shaped by the impending 
changes in primary and secondary education than would be the case under the current 
general education requirements. 
We have attached a copy of the current draft of the learning objectives for the 
Certificate of Initial Mastery (CIM) and the Certificate of Advanced Mastery (CAM) 
along with an outline illustrating the reforms. There is a close correspondence between 
those objectives and the purpose, goals, and strategies we have articulated for the 
proposed general education program. Further, the planned changes in the delivery of K-
12 education include interdisciplinary approaches and outcome based assessment. The 
implication is that as these changes are implemented within Oregon public schools, those 
students will come to Portland State University with a background of educational 
experiences sim.ilar to what is being proposed what is being proposed for this University. 
Thus, our general education program would provide a continuation of those experiences 
at an advanced level rather than marking a sudden change from one model of education to 
another. The result will be continuity rather than disjuncture. 
Attached to this report is a letter from Shirley Glick, Director of Curriculum and 
Instruction Support Service for Portland Public Schools. She attended the September I 7 
symposium, participated in one of the discussion groups. and is very fam.iliar with the 
proposed program. She points out that once the K-I 2 reforms are in place students will 
enter Portland State University having already experienced the transition in learning 
envisioned by our proposals. For those students, maintaining our current distribution 
model would be a sharp change in their educational experiences whereas the proposed 
program will be a continuation of familiar approaches to the delivery of education. 
CONSEQUENCES FOR THE MAJOR 
In our previous report we discussed the results of a survey of institutions which 
had implemented reforms in the general education programs. Only 3 per cent of the 
respondents indicated that the general education reforms had negatively affected the 
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majors (p. 8). Though we can only anticipate the possible consequences of the proposal 
for the major, the Working Group has consistently sought to design a program which 
would be supportive of majors rather than one which would erode or weaken them. 
Our primary reason for seeing the program as supportive of the major is the 
enhancement of student learning abilities. Students will be better prepared to meet the 
expectations of upper division work in majors. This will be especially so in terms of 
communication abilities. 
An additional outcome may be an increase in the number of students choosing to 
formally minor in different programs or complete double majors. The reduction in the 
required general education credits from 63 to 45 will give studenlS more flexibility to 
pursue those options. More than one student at the September symposium indicated that 
they would have pursued a minor or double major but for the necessity to complete the 
current general education requirements. 
The effects of the proposed program for recruitment of majors are unclear. It is 
the case that students would no longer be required to take introductory courses within the 
current academic distribution areas. However, many students would still be looking to 
complete a significant number of elective credits and as a result may well sample 
different majors through their introductory courses. It is also likely that faculty 
participating in the freshman and sophomore levels of the program will become quite 
important for attracting students to their home departments and programs. 
PEER MENTORS 
The use of peer mentors within the course structure of the freshman and 
sophomore levels of the program was widely supported by those participating in the 
September symposium. Questions were raised as to their training and role. 
The peer mentors for the freshman inquiry courses will be expected to participate 
in the final preparation of those courses alongside the faculty teams. The small group 
sessions will not be discussion sections but rather the role of the mentor will be to work 
with and assist students to complete their communication assignments. 
At the freshman level the peer mentors will be upper division students who have 
received appropriate training. Over 500 colleges and universities have adopted similar 
models--often termed supplemental instruction approaches. Most, but not all. report 
greater success using upper division undergraduates as opposed to graduate students. 
Undergraduate mentors seem to be more able to establish the student-to-student 
interactions integral to the success of the program. 
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Overall, universities and colleges implementing supplemental instruction report 
reduced student failures and withdrawals from individual courses, higher rates of re­
enrollment (retention), and significant improvements in course grades. California State 
University, Long Beach reports improvements among "at risk" students of one letter 
grade or more compared to courses without supplemental instruction. Long Beach uses 
graduate students for their program and this may be an appropriate approach for the 
sophomore level courses in the proposed program. 
The University of Missouri-Kansas City has become the national center for the 
support of supplemental instruction programs. Over the past ten years they have 
provided training for faculty and students across the country. This nationally recognized 
program has available the materials and technical assistance along with certified trainers 
which would be of great assistance as we implement that part of che program. This 
approach, which is integral to freshman inquiry and the sophomore level of the proposed 
program, is a proven model which has been found to provide significant enhancements to 
student learning. 
SUMMARY 
In this report we have discussed the program revisions we have adopted since the 
September symposium and have sought to respond to questions and concerns about the 
proposal by clarifying and more completely discussing several features of the program. 
From reading both reports it should be apparent that the components of the proposed 
general education program are not entirely new creations which do not have a history of 
success at other institutions. Rather, structural and pedagogical componentS of this plan 
have been implemented at different institutions. What is different about our proposal is 
that it combines these separate approaches into a comprehensive program extending 
through all four years of the university experience. Further, in our previous report we 
presented the research base for the expectation that this program--grounded on an 
articulated purpose which will guide the program as it evolves and matures, builc on a 
firm pedagogical foundation, and from the freshman through the senior levels, will 
significantly enhance the educations of our students. Because of their experience at 
Portland State University our students will acquire the abilities and the propensities to 
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CURRICULUM ANL> INSTRUCTION SUPPORT SERVICES 
October 2 1 ,  1993 
Dr. Charles R. White. Chair 
General Education Working Group 
Department of Political Science 
Portland State University 
PO Box 751 
Portland 97207 
Dear Chuck: 
I ani pleased to respond to your request for a review of the report and 
recommendations of the General Education Working Group. You asked that I 
focus my comments on the compatibility between the directions in your report 
and the directions I predict for K-12 education in Oregon during this decade and 
beyond. As you know, those directions will be greatly influenced by the 
implementation of HB3565. 
There are several ways in which I see parallel and compatible directions. 
1 . 	 % The emphasis on interdisciplinary/integrated/thematic studies and applied 
learning. I have shared with you the outcomes developed by the Oregon 
Department of Education (ODE) for the Certificate of Initial Mastery (CIM) 
and the Certificate of Advanced Mastery (CAM). They are clearly 
interdisciplinary in nature. They are also consistent with the goals for 
general education outlined in the recommendations of the committee 
which you chair. The strong emphasis in your report on faculty 
development and collaboration is a necessary component of this 
approach. My experience is that it is very exciting, energizing, and 
demanding for faculties which undertake it. At the small group sessions 
during your symposium, I heard my experience confirmed by members of 
PSU faculty who have undertaken these efforts. 
The general education committee recommendation that focus on what 
students are able to do must be added to a focus on what students know 
is totally consistent with the national trend toward Oulcomes Based 
Education (OBE). OBE as defined by Dr. Bill Spady, a nationally 
recognized leader in Outcomes Based Education, calls for attention to 
what students know, can do. and are like. The third piece of this formula 
adds concern for student citizenship and affective competencies. The CIM 
and CAM outcomes clearly speak to the extent that the ODE has 
endorsed the concept of outcomes based education. 
recommendations as transitional as defined by Dr. Spady. The expected 
outcomes defined for the freshman core are consistent with OBE and build 
upon CIM/CAM outcomes. 
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3. 	% The acqu1s111on of lifelong learning skills and predilections which your
report addresses are also a strong thrust in K· 1 2  education. In almost 
every field of K-12 education. learning is becoming increasingly seen as 
students constructing their own knowledge base as a result of meaningful, 
contextualized learning experiences. There is growing recognition that 
students as passive receptors of factual knowledge will not produce the 
kinds of citizens and workers this country wi II need during the next 
century The recommendations of your committee place emphasis on 
.pulling students in interdisciplinary learning situations where learning is
more contextualized: thus, it appears to me that the directions you are 
recommending hold more promise for helping students along this road 
than does the current PSU distribution system. It is my hope and belief 
that you will not, at the university level, be helping students make the 
transition to this type of learning but that you will be helping them extend 
what they have gained in these directions during their K-12 experiences. 
4.	 Your focus on developing a learning community and cross pollination
among students. the community, and the university is consistent with the
site based decision making and the approaches to the CAM outcomes 
being encouraged by HB3565 and ODE.
5.	% Your emphasis on the need for appropriate assessments is very
consistent with current K· 1 2  directions. One difference I see here is that
much of your discussion appears to be revolving around program
evaluation whereas most K· 1 2  discussion revolves around assessment of
student performance of outcomes based on defined standards for all
students. I believe that assessment is the critical key to the educational 
reforms in the making; it is also the one where we have the least expertise 
and where the most change is needed. However, there are places in this 
country and in this school district where faculties are accepting the 
challenge and making significant strides. 
There is certainly more I could say here. However. I believe that in the interests 
of brevity, I've said enough to clearly indicate that the directions you are heading 
in the general education recommendations are consisteni with the ones I think 
this state 1s endorsing and with national trends 
I wish you the best as you continue this exciting work. Please let me know if I 
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T O :  Char l e s  W h i t e .  Cha i r ,  Genera l  Educa t i on Wor k i ng Group 
FROM: Theater Arts E x e c u t i v e  Committee 
RE: How the Senior Capstone may work in Theater Arts 
The s i x  c r e d i t  S e n i o r  Capstone proposed by the Gener a l  
Education W o r k i ng Group i s  we l l -su i t ed t o  t h e  needs and i n t e r e s t s  
o f  t h e  P o r t l a n d  State U n i v e r s i t y  Theater A r t s  Depa r t men t . I f
impl emented, i t  w o u l d  r e s u l t  l ess i n  t h e  a d d i t i o n  of a new 
d i mens i o n  to the Th ea ter Arts Department than i n t h e  
forma l i za t i o n  of a l  ready present e l ements and p r a c t i c e s .  
G i v e n  t h e  nature of theater study, theater produ c t i o n w o u l d  
be the n a t u r a l  form of t h e  Theater Senior Capstone. W i t h i n  t h e  
context o f  the Senior Capstone, teams o f  theater and qua l  i f i ed 
non-theater students w o u l d  wor.k together i n  order t o  d e v e l o p  
thea ter p r o d u c t i o n s  t h a t  would be presented i n  and for the 
commun i t y .  In that the u l  t i mate g oa l  of the team i s the stag i ng 
o f  a p a r t i c u l a r  p l a y  or the present a t i o n  o f  a performance on a 
s p e c i f i c  date or set of dates, the theater capstone pr o j e c t  w o u l d  
not b e  open-ended but w o u l d  have the k i nd o f  d e f i n i t e  c l osure
that the Wor k i ng Group on Genera l  Education seems t o  mand a t e .
I m p l e m e n t a t i o n  of the s i x  c r e d i t  Senior Capstone w o u l d
encourage the further development of t h e  k i n d s  o f  p r o j e c t s  t h a t  
most c l ear l y  represent t h e  c u l m i n a t i o n  o f  a theater student ' s
education a t  P o r t l and State Univers i t y .  J n  t h i s  r e g a r d ,  a 
capstone p r o d u c t i o n  p r o J ec t i s  consistent w i th the Theater A r t s  
Department m i s s i o n :  ''Through c l assroom study, s t u d i o / l a b o r a t o r y  
prepar a t i o n ,  and Univer s i ty Theater produc t i o n ,  the Department o f  
Theater A r t s  i s  co mm i tted t o  prov i d i ng l i b e r a l  a r t s  based p r e ­
professional t r a i n i n g  w h i c h  b a l ances theory and p r ac t i ce . '' 
As described in the General Educ a t i on W o r k i n g  Group Report 
and Recommendat i o n s ,  t h e  s i x  c r e d i t  Senior Capstone has t h r e e  
m a i n  o b j e c t i v e s .  A l l  three Senior Capstone o b j e c t i v e s  c a n  b e  
eas i l y  met by Theater Arts student produc t i o n  pr o jects . 
O b j e c t i v e  I : 
To p r o v i d e  an opportunity for s t udent s  to a p p l y  the 
e x p e r t i s e  learned 1 n  the major to r e a l  i ssues and p r o b l e m s .  
l n v o } vement i n  Senior Capstone p r o d u c t i o n s  wou l d p r o v i d e  
students w i th a trans 1 t 1 o n  between t h e i r  theater work w 1 t h 1 n  t h e
caref u l  l y  protected u n i v e r s i t y  environment and t h e i r  work i n  t h e  
non-un i v e r s i t y  theater. They would have the opportun i t y  t o  t a k e  
o n  the c o m p l e x  c h a l  lenges and respons 1 b 1  l 1  t i e s  of prcduc l n g  and
s t a g 1 n g  a theater pr'Oduc t i o n .  Involvement l n  a Sen l o ,.  C a p s t o n e  
p r o d u c t i o n  w o u l d  represent t h e  c u l m i n a t i o n  of a studen t ' s  work i n
the PSU Theater Department--prov i d 1 n g  student p a r t i c i pants w i t h
the o p p o r t u n i t y  t o  test what they have learned and to e p l o r e  
more deep l y  the theater areas, w h i c h  most i n terest them . 
2 
O b j e c t i v e  2 :
To g i v e  students e"per ience wor k i ng i n  a team c o n t e x t  
necess i t a t i ng c o l  l a b o r a t i o n  w i t h  persons from d i fferent 
f i e l d s  of e x p e r t i s e .  
By d ef i n i t i o n ,  theater pr oduc t i on is a c o l l ab o r a t i v e  
experience. Moreover , i t  is an exper i ence w i t h i n  w h i c h  
p ar t i c i p an t s  have spec i f i c a  l l y defined roles and 
respons i b i l i t i e s .  In deve l o p i n g  a pr oduc t i on team, i n d i v i d u a l
students c a n  f u n c t i o n  a s  p l ay w r i g h t ,  d i r e c t o r ,  dramaturg, 
choreographer , music d i r e c t o r ,  sceni c des i g ner , costume designer,
l ig h t i n g  d e s i g n e r ,  technical d i rec tor , producer, b u s i ness 
manager, pub l ic i ty manager, as we l l as a c t o r s .  The over a l l
success o f  a p r o d u c t i o n  i s  l a r g e l y  dependent on the degree t o  
w h i c h  i n d i v i d u a l s  accomp l i sh their spec i f i c  t a s k s ,  and t h e  e x t e n t  
to w h i c h  t a s k s  are accomp l i shed i s  l arge l y a r e s u l t o f
part i c ipant s ' ab i l i t i e s  to co-operate w i t h  t h e  o ther team 
membe r s .  
The p o s s i b  i l i ty for teamwork among students drawn f r o m  
d i fferent departments i s  c e r t a i n l y  poss i b l e here. N o t  on l y  m i g h t  
produc t i o n  teams draw students from the var i ous F i n e  and
Performing A r t s  Departments, but students func t i o n i ng a s  
dramaturgs may come from l i ter ature departments, o t h e r
departments i n  the human i t i e s ,  or even--in spec i a l  cases--from 
the s o c i a l  sc i ences and sciences. A d d i t i o na l l y ,  business or a r t s  
a d m i n i s t r a t i o n  students may be involved i n  bus iness mana gement 
act i v i t i  es . 
O b j e c t i v e  3 :  
To p r ov i de the opportunity for students to become ac t i v e l y  
i nvo l ved i n t h e  c ommun i ty . 
The Theater Department m i s s i o n  s t atement defines the present 
product i o n  program in terms of ''new, modern, and c l ass i  c w o r k s  
interpreted t o  confront and i l l um i n a t e  the d i verse concerns of 
contemporary l i f e . "  J n  that our students receive thei r t r a 1  n1ng
through t h i s  p r o d u c t i o n  p r o g r a m ,  i t  is perfec t l y  natural t o  
a ssume that t h i s  production program w i l l e s t a b  l i  sh t h e  tone for 
capstone p r o d u c t i o n s .  In t h i s  regard, the degree of commu n 1 t y  
i nv o l vement w i l l  vary from one pro J ec t t o  a n o t h e . Among t h e  
var i et y o f  ways i n  w h 1 c h  t h i s  t h i r d  ob jec t i ve may b e  me t are t h e
f o l l ow i ng : 
The t hea tr i c a l  approach governing the production of a 
standard text m a y  be spec i f 1 c a l l y  r e l a ted t o  c ommun i ty concerns-­
t h a t  ) S ,  i t  i s  poss i b l e  that commu n i t y  concerns may b e  addressed
not so much b y  the sc r i p t as by tne i nterp • et a t l on o f  1 t . For 
instance, a p r o d u c t i o n  o f  a Shakespeare p l ay or a ny o t h e r  c l ass 1 c 
that c a l l s  a t tent i on to issues of immed 1 a t e  c oncer n t o t he 
c ommuni ty may suc c essf u l l  y fu l f i l l  O b j e c t i v e  3 .  
P l a y s  chosen for produ c t  1 on may be i mmed i a t e l y relevant t o
3 
the commun i t y  o r  one segment of the commun i t y .  Perhaps, p l ays 
w 1 l l be created spec i f i c a l l y  for t h e  commun i t y .  J n  t h i s  regard, 
a produc t  i o n  team might develop a c o n temporary " L i v i ng 
Newspaper . " Just a s  the ' ' L i v i n g  Newspaper'' d i v  i s i o n  of t he WPA 
Feder al Theater developed texts t h a t  addressed t o p i c a l  s o c i a l  
problems such as housing <One-Third o f  a N a t i o n >  and the c o s t  of 
energy <Power > ,  a student version of the ''Li v i ng Newspaper'' might
address homelessness i n  P o r t l a n d ,  pub l i c  educa t i o n  i n  Oregon, or 
i n v e s t 1 g a t e  and offer p o s s i b l e  responses to other pressing 
problems such as the growth of gang v i o l en c e ,  h a t e  c r i m e s ,  and 
t h e  AIDS ep i d em i  c i n  Por t l a n d .
Theater p r o d u c t i ons require audiences, and these a u d i ences 
a r e  drawn from the commu n i t y .  Moreover , i t  i s  a l s o  poss i b l e to 
meet t h i s  t h i r d  o b j e c t i v e  by actua l l y t a k i n g  the theater event 
i n t o  the commun i t y .  Whereas the studio space may represent an 
i d e a l  space for student developed produc t i ons, there i s  no r eason 
why students may not stage t h e i r  pr oduc t i ons i n  the community-­
performing i n  h i g h  schools or other a v a i l a b l e  s p a c e s .  T h i s  
f l ex i b i l i t y  w i t h  regard t o  performance space would be espec i a l ly 
r e l evant t o  p r o d u c t i o n s  geared toward a p a r t i c u l a r  group < e t h n i c
o r  otherw i se > .
F i na l l y ,  t h e  poss i b i l  i t y  of students deve l o p i ng arrangements 
w i t h  e x i s t i n g  theaters in the P o r t l and area wou l d c e r t a i n l y
demonstrate an a c t i v e  involvement w i t h  t h e  commun i t y - - i n  t h i s  
case, the professional t hea ter  ommun i ty . 
APPENDIX B  
Objectives: 
Evaluation: 
PROPOSAL FOR COURSE DEVELOPMENT: 
"SHIFTING REALITIES: ALBERT EINSTEIN ' S  RELATIVITY"· 
This is a proposal for faculty development of a three-term 
first-year core course .  The course would be developed during AY 
1993-94. The following faculty have contributed to the development
of this proposal: 
Martha Balshem, Anthropology 
Lois Becker, History 
Erik Bodegom, Physics 
Barbara Edwards, Mathematics (1992-93) 
Mike Flower, Honors (Biology;History and Culture of Science) 
Paul Latiolais, Mathematics 
Doug Robertson, Education 
Laurie Skokan, Psychology 
Rich Wattenberg, Theatre Arts 
course 
The learning process involved in gaining even a rudimentary 
understanding of Einstein ' s  theories of relativity are nontrivial. 
Engaging in this effort at understanding will support the goals of 
the proposed PSU General Education program by: helping student 
ability to reason critically and engage in inquiry; enhancing 
student familiarity with science and scientific inquiry; enhancing 
student ability to communicate quantitative concepts; and, 
especially if we find appropriate physics education software, 
developing student ability to understand and critically evaluate 
information presented in graphic form. Through material from the 
humanities, arts and social sciences, we will explore the 
historical course and social and cultural implications of 
scientific change, and address the issue of diversity and inequity 
in science professions. Interaction with our teaching team will 
familiarize students with a range of modes and styles of inquiry, 
and provide them with an awareness of choices among academic 
discipl ines and programs. 
We anticipate that this first-year core course will be solid 
preparation for students who will later elect to take Physics 201-
202-203 or 211-212-213. 
Evaluation for these courses will be based on writing 
assignments, mathematics assignments, and a midterm and final for 
each term. Writing and mathematics assignments will be designed 
during course development. They will support the General Education 
goals of developing student ability to write and to communicate 
quantitative concepts. 
Other Instructional Issues: 
our only prerequisites for this course will be the mathematics 
and science courses required for university adrnission--that is, 
first year high school algebra and two additional years of high 
school mathematics, and two years of any high school science. Most 
of our students will not have taken high school physics. This 
limited preparation in mathematics and science poses a major 
challenge to our science faculty, as the physics teaching involved 
is considerable. We anticipate that a full eight weeks of teaching 
Preliminary <to 
during faculty development): 
b .  
e .  
d .  
time in both fall and winter quarters will be devoted to concepts 
in physics, and taught by physics faculty . During the faculty 
development process, non -science faculty will undergo the learning 
processes that we will later want our students to undergo. 
A major instructional goal is for each student to gain some 
familiarity with relativity theory and a beginning appreciation of 
the way that physical scientists communicate through the language 
of mathematics. To accomplish that requires ample time to play 
with and build an understanding of certain key concepts in physics. 
Previous experi ence suggests that we can teach the physics we will 
need to teach within the timeframe suggested here. To facilitate 
teaching and learning, we will explore a number of instructional 
modalities: text, lecture, graphics, films, and physics education 
software. We hope to give each student the opportunity to use his 
or her strongest cognitive abilities--be they logical-mathematical, 
spac i a l ,  or l inguistic--to come to some appreciation of Einste i n ' s  
achievements .  
Outlines for Each of the Three Terms be revised 
FALL QUARTER: 
BACKGROUND TO EINSTEIN: HISTORY AND PHYSICS 
A .  	 Turn-of the-century Western Europe: the time and place of-
Einste i n ' s  birth (1879) 
1 . 	 » A time of pivotal intel lectual change 
a .  	 The social and cultural impact of the maturity of 
the industrial revolution 
The perception that modern science and technology 
were conquering the world 
c .  	 Ideas about change , rational thought , observation 
and the nature of reality 
2 . 	 % Shifting definitions of objectivity, perception, space 
and time 
a . 	 » Graphic arts, theater and music 
b.	» Social and behavioral sciences 
c . 	 X Philosophy 
d .  	 Mathematics 
Physics 
B .  	 Physics: background for an understanding of Einste in 
1 . 	  Quantification 
a .  	 Measurements 
b .  	 Estimates 
c .  	 Order of magnitude  
Units 
2 .  Newto n ' s  First and Third Laws 
a . 	 » Force 
b.	» Equilibrium 
c .  	 Inertial frames 
a .  
6 .  
D .  
3 . Kinematics 
Linear motion 
b.	» 3-D motion
c .  Relative velocity 
4 . 	 » Dynamics 
5 . 	 » Gravitation, mass and weight 
Work 	 and energy 
WINTER QUARTER: 
EINSTEIN ' S  THEORIES OF RELATIVITY 
A .  	 A brief biography o f  Einstein's early life 
l .  	 The Jewish assimilation in Austria-Germany 
2 . 	 % Einstein ' s  school experiences 
3 .  	 Einstei n ' s  discovery and love of mathematics 
4 . 	 » Einstein at the patent office 
B .  	 More background in physics 
1 .  	 Galilean invariance 
2 . 	 » Electromagnetism 
a . 	 Speed of light 
b .  	 Inertial frames 
3 . 	 The Michelson-Morley experiments 
c .  	 The special theory of relativity 
1 .  	 Einstein's postulates 
2 . 	 » Rest mass 
3 . 	 » Time dilation 
4 . 	 » Length contraction 
5 . 	 » Twin paradox 
Relativistic kinematics and dynamics  
E .  	 The general theory of relativity (Note: It is very difficult 
to appreciate this work without an advanced mathematics 
background; of necessity, we will present a description of a 
very cursory nature.)  
F.  	 Return to biography 
1 . 	 » Einstein as a world-renowned hero 
3 . 	 » Einstein ' s  Jewish identity 
2 .  	 Einste in ' s  later writings on social and philosophical 
matters such as world peace 
SPRING QUARTER: 
SCIENCE AND SOCIETY 
A. 	 Science as a social, cultural ,  and historical phenomenon 
l . 	 % Is what scientists think to discover rooted in the 
intellectual climate of their times? 
2 . 	 » Can we appreciate Einstein ' s  work in this way? 
3 . 	 ˜ Are there relativity concepts in the arts, humanities and
social sciences that share common roots with Einstei n ' s  
concepts of relativity? 





Inventing Reality: Physics Language . 
Physics 
B. 	 Current issues in science and society 
1 . Changes and continuities in the social position of 
science since the early 1900s 
2 . 	 6 Faith in science in the postmodern era 
3 . 	 % Sex, ethnic and social class equity in math and science 
4 . 	 6 How computers have changed our concepts of discovery 
5 .  	 What scientific authority means, given the social and 
cultural nature of science and of the wider world, in 
terms of human values 
C. 	 Course Capstone: Einstein 
1 . Experimental verification of Einstein ' s  theories of 
relativity--outlook 
2 . History, culture and intellectual change--affinities 
among the arts, sciences, and humanities 
2 . 	 6 Einstein, science and society--world peace, Israe l ,  the 
atom bomb, and the morality of science 
Following is an preliminary reading list for faculty 
development, to be revised as course development proceeds. Some of 
these materials appear to be useable as student texts. 
Crease, Robert P .  and Charles c .  Mann The Second Creation : Makers 
of the revolution in Macmillan, New 
York, 1 9 8 6 .  Based on interviews of currently working physicists. 
Einstein, Albert Notes . Paul Arthur Schilpp, 
Trans. and Ed . .  Open Court Publishing Co . , LaSalle, IL, 1 9 7 9 .  All 
there is of an autobiography . 
The World as I See It. Alan Harris, Trans. 
Philosophical Library, New York, 1 9 4 9 .  Essays from 1922-1934. 
Out of Later Years. Philosophical Library, 
New York , 1950. Essays from 1934-1950. 
[The major 1905 and 1915-16 papers . )
French , A . P .  Einstein :  A Volume. Harvard U. P . ,  
Cambridge, MA, 1 9 7 9 .  This is put together by The International 
Commission on Physics Education and seems like a good teaching 
resource. It contains parts of the 1905 and 1915-16 papers. 
Gregory, Bruce as John 
Wiley, New York, 1 9 8 8 .  Takes up the question of the relationship 
between human languages (like mathematics as used in physics) and 
physical reality. An essential question for this course. 
Hobson , Art and Human Affairs. John Wiley, New York, 
1982. A physics text for non-science majors. Part 3 ,  "Transition 
to the New Physics , "  reviews the physics we need to understand 
before we can appreciate Einstein. 
Origins Scientific Thought: Kepler 
Einstein . 
Mastery 
Physics from Volume 





Constructing· Quarks: Sociological History 
Young relativity . 
Foundations for Theoretical Physics at the Turn of the Twentieth 
Century . "  {pp. 211-253 )  . According to one review, a great social 
and cultural history remains to be written, but this is a masterful 
compilation of facts from archives, with the chapter cited as the 
best in the two volumes. 
Kruger, Lorenz, Lorraine J. Daston and Michael Heidelberger, eds. 
The Probabilistic The MIT Press, Cambridge, MA ,  1 9 8 7 .  
Volume 1 :  Ideas in and Volume 2 :  Ideas in the Sciences. 
Attempts to tie the shift to modern psychology, physics and other 
fields to a general revolution in the application of mathematics to 
science. 
Lightrnan, Alan P .  Einstein ' s  Dreams. Pantheon, New York, 1 9 9 3 .  A 
novel about time and a young clerk in· a German patent office. 
Pais, Abraham 'Subtle is the Lord . . .  ' :  The Science and the Life 
of Albert Einstein. Clarenton Press, Oxford , 1 9 8 2 .  General 
overview--biography and physics. One physics student has reported 
that this was fun to read. 
Pickering, Andrew 
Particle 
reviews this as: 
perspective of a 
A 
U .  of Chicago Press, Chicago, 1 9 8 4 .  Gregory 
"A fascinating look at physics from the 
sociologist." 
of 
Pyenson, Lewis The Einstein: The advent of 
Adam Hilger Ltd, Bristol, England, 1 9 8 5 .  General overview-­
biography and physics--seerns more accessible to the non-scientist 
than Pais. 
Science in Context. This journal, available at the Lewis and Clark 
l ibrary, has recently published a special issue on Einstein. 
Shelton, Jim "The Role of Observation and Simplicity in Einste in ' s
Epistemology . '' Studies in the History and Philosophy of Science 
1 9 ( 1 )  : 103-118, 1988. Debates Holton, above . 
Traweek, Sharon Beamtimes and Lifetimes. Harvard U .  P.  , cambr idge·, 
Holton, Gerald Thematic of to 
Harvard U . P .  , Cambridge, 1988 (Revised; first ed. 1973 ) .
Chapter 8 :  "Mach, Einstein, and the search for Reality . "  {pp. 
237-277) Shelton {below) debates Holton ' s  point of view regarding 
observation, theory, and scientific discovery. 
Jungnickel, Christa and Russell McCormmach Intellectual of 
Nature: Theoretical Ohm to Einstein. 1 :  The 
Torch of 1800-1870. Volume The Now 
Theoretical 1870-1925. Esp cially Vol. 2 ,  Ch. 2 4 ,  ''New 









Empire," from The For Paradise: and the American 
Moral (1961), pp. 74-93. 










General Introduction to the course.  
Values and Value Conflicts (Michael Philips, Philosophy).  
The Original ldea(s). 
The Evolution of Values in Colonial America (David Horowitz, 
History). 
David W. Noble, "Flight from Feudalism: The New World and the 
Puritan Covenant,"from Historians (1965), pp. 5-7. 
A Letter of Christopher Columbus (1493), pp. 3-5. 
Charles L Sanford, 'The Protestant Millennium and the Struggle for 
Roger Williams on Toleration (1655). 
Charles L Sanford, 'The American Cult of Newness: 
of Hell," from The for Paradise: 
Moral 
A Rebinh out 
the American 
The Mayflower Compact (1620). 
John Winthrop, "A Model of Christian Charity" (1630). 
Discussion of the lecture and the Readings. 
18th Century Responses to Europe (Franklin). 
Franklin and the Enlightenment (Paul Giles, English). 
Benjamin Franklin, The Parts I and II; E>mact from 
Poor Richard · (1758); Silence Dogood, No. 4.; Old 
Mistresses Apologue; Speech in the Convention (1787); 
The Sale of the Hessians; An Address to the Public from the 






J:uesday, 11/2/93. The American/European Dialectic, Further Theatrical Expressions 
Lecture: ln Search of An American Theater (Richard Wattenberg, Theater 
Arts) 
Readings: John August Store Metamora 
Garf Wilson, 
pp 80-83 (from "Ye Bear and Ye Cubb" to "Hair") 
from Three Hundred Years of American Drama and 
Thursday, 11/4/93. Discussion of the Lecture and the Readings
Tue 11/09/93. Values in Early American Architecture. 
Lecture: Pragmatic and Organic Principles in the Architecture of the Colonial 
Period (Lisa Andrus, Art History) 
Readings: Lisa Fellows Andrus, from Measure and in American 
William H. Pierson, from American Builders and their Architects: The 
Colonial and Nee-Classical pp. 50-60 
John McCoubrey, from American Art 1700-1960: Sources and 
pp. 2-4 
Wayne Craven, from Colonial American Portraits, 
Thursday, lUll/93. Veterans Day, No class 
Tuesday, 11/16/93. Values in Painting: Painting as a Useful Art. 
Lecture: The Craft Tradition, Calvin's Doctrine of 






Thursday, 11/18/93. Values in Painting. 
Lecture: 	 Copley and he American Character: Pragmatism and Idealism, 
American Design . and European Painterliness (Lisa Andrus, An
History). 
PREVIEW OF CoMtNG Arm.ACTIONS 
Winter Term 
Some of the most important conflicts in American life involve values that seem to be 
shared by almost all Americans (for example, almost all of us claim to value liberty and 
equality). Conflicts arise because we disagree on how, more precisely, these values are 10 
be understood. In particular, we disagree about what they entail in different domains of life. 
These disagreements often produce deep divisions in questions of economic policy, 
educational policy, the role of religion in American life, the role and organization of the 
family, and many other issues. In part of the winter term we will explore conflicts of this 
kind. In particular, Craig Carr (political science) we will examine conflicts between liberty 
and equality, democratic decision making and efficiency, and free expression and community. 
And Richard Wattenberg (theater arts) will explore the conflict between ethnic identity and 
assimilation. (There may be guest speakers on this topic as well). 
Many commentators tend to understand such conflicts in the familiar ideological 
categories of left and right. There is the liberal view, the conservative view and the positions 
of the far right and the far left. Some of us, however, believe that this approach is not 
illuminating in a significant number of cases. Michael Philips (philosophy) will critically 
examine certain well known attempts to define the liberal and conservative points of view 
and examine their power to generate liberal and conservative policy positions. And David 
Horowitz (hist0ry) will provide two historical case studies in which the standard approach 
seems unilluminating (the rise of the Oregon KKK in the 1920's and the Oregon campaign 
against chain stores in the 1930's). He will also propose an alternative. 
Spring Term 
Part of spring term will be devoted to examining value conflicts that arise in particular 
areas American life. Although the agenda is not now ftXed, the possibilities include family 
life, sports, medicine, education, entertainment, and law enforcement. 
We will also look at the values underlying certain important social issues (e.g., the role of 
the aging). Finally, we will explore important general value questions that face us as a 
nation. In particular, we will consider the scope and limits of individualism and the conflict 
between individualistic and communitarian social ideals. 
-- -- ---
Science in the Liberal Arts: 
An interdisciplinary course cluster for the sophomore and junior years 
of the proposed General Education requirement 
The aim of the Science in the Liberal Arts (SLA) project is to develop a coherent cur­
riculum that will more richly define and help students achieve an interdisciplinary sci­
ence literacy that allows them greater understanding of the world in which they live. 
Thus most SLA courses will be designed around interdisciplinary themes. We want 
students to understand key goals, methods, and unifying concepts in science, and to 
understand science and technology as complex enterprises that take place in specific 
social contexts shaped by, and in turn shaping, cultural, moral, political, and economic 
values. To promote a broad appreciation of science the SLA courses are being designed 
less to deliver that a compendium of facts than to promote the ability to use facts in the 
accomplishment of higher order tasks. 
Collaborative learning is a key characteristic of SLA courses. Small group learning 
techniques and collective problem-solving of the sort done in actual laboratories are be­
ing stressed. In the courses group discussions will be available on a routine basis, with 
students encouraged to debate interpretations of data-as well as their positions on the 
pressing scientific/political/social issues for which the data are relevant. To accom­
plish the latter the course material is placed in the context of real-world problems. 
Students learn that they have the ability to gather real data about real issues, to analyze 
that data, and to make informed decisions about important issues. To encourage 
thoughtful and meaningful analysis, the problems being put before students are open­
ended and minimally defined in advance. The problems require that students go to "the 
literature" to learn much of what they require to arrive at solutions and to learn about 
broader issues of science and society. 
Sopltoinore Level 
ASC 199: Natural Science Inquiry is the entry level course for the majority of stu­
dents enrolling in the Science in the Liberal Arts Curriculum. The course focuses on the 
doing of science within the natural science disciplines. It is designed to engage the stu­
dent in the collaborative scientific investigation of problems of the sort they might en­
counter as an attentive citizen. The course uses no textbook and involves very little lec­
ture. The learning students accomplish takes place largely through their own efforts 
and that of the collaborative group with whom they work. The use of collaborative in­
quiry takes account of the fact that the modern sciences, as well as the questions they 
address, require teamwork both within and between specific disciplines. Each year the 
NS! course will feature a different set of 3-4 increasingly complex projects to be com­
pleted by collaborative student work during a term's study. The projects entail exten­
sive use of the library, handling of data (using Excel, for example), and collaborative 
work reports for each meeting of the class. 
Improvement of writing skills is an important goal in this course. In addition to 
showing what they know (essays and formal reports, some of the l;itter submitted to 
agencies off campus), student writing is designed to facilitate individual and collabora­
tive learning (e.g., journal entries, focused freewriting, participation in a computer 
LAN-based interactive written "conversation" using ClassWriter software). It is the lat· 
ter sort of writing-"writing to learn"-that captures what and how students are trunk­
ing, how their collaboration with others helped define a problem or led to a series of 
proposed solutions, and how they explored ideas on the way to producing a formal 
piece of writing. In other words trus is the sort of writing that captures and displays (to 
the student, her collaborators, and the instructors) the rough and tumble process of sci· 
entific inquiry, i.e., science-in-the-making. 
ASC 299: Integrated Science Concepts (ISC) courses are multidisciplinary witrun 
the natural sciences, and focus on concepts which serve to organize and unify sci­
ences-and student learning. Addressing higher order concepts helps students ap· 
proach and understand problems or issues that connect different realms of scientific ac­
tivity. In fact, the thematic concepts serve as teaching tools-practical, problem-ori­
ented frameworks for the development of scientific content. Among the core concepts 
that might appear in the ISC courses being developed are systematicity, hierarchical 
levels of organization, causality and consequence, dynamic equilibrium, cycles, pat· 
terned change (e.g. development), and evolution, as well as the notions of scale, energy 
flow, diversity within unity, feedback, and disorder/order relations. 
Climatic cycles 
The purpose of this course is to explore the concept of cyclic events by investigating 
the nature and causes of hydrologic and energy cycles, and to develop a theory of cli­
mate and climate variability based on this knowledge. Students will explore what is 
known of the interaction of such cycles, learning of cycles that range from the diurnal, 
to seasonal and annual, to longer term cycles based on variations in solar output and re· 
ceipt at the earth's surface. Laboratory activities will consist of both the analysis of cli· 
ma tic data and the diurnal field measurement of energy and moisture fluxes. 
Levels of analysis 
Trus course would involve an anthropologist, a physical scientist, and a life scientist 
and would look at how issues derived from level of analysis are similar in physical, life, 
and social and behavioral sciences. The course would begin with a basic discussion of 
the concept of scale, establisrung definitions of relevant social, natural, and behavioral 
science terms. The course would include discussion of how scientists in different disci· 
plines approach the issue of levels differently, partly because of differences in the nature 
of the objects being studied. For instance, one would contrast the physicist's easy accep· 
tance of the limits of laws developed for particular levels of analysis to the tendency of 
social and behavioral scientists to debate such limits. The biologist would begin with a 
basic discussion of central issues regarding scale in the biological sciences, and move on 
to a discussion of an appropriate major issue in life science that involves seeing different 
realities at different levels of analysis (for example, macro and micro lines o( investiga· 
tion of certain aspects of animal behavior, ecosystems, or embryological development). 
With respect to the social sciences, the course would be organized around the analysis 
of dMa sets including both computer-stored quantitative and qualitative data 
------
Junior Level 
Context of Science in Society courses reflect the most diverse topics and are appro­
priate for all students, including science majors. The courses address the promises and 
limitations of the scientific enterprise in the framework of "real world" social, economic, 
political, historical, and ethical issues. In this manner the courses provide a link be­
tween laboratory science and society. 
Biopolitics and the New Genetics 
This course is designed to explore a limited but complex set of questions, introduc­
ing both the technoscientific foundations and the human value implications of a number 
of reproductive and genetic technologies and areas of inquiry made possible by the 
rapid growth in our developmental knowledge of the mammalian embryo/fetus and in 
molecular genetic knowledge of the human genome: in vitro fertilization, pre-embryo 
experimentation and genetic analysis, third-party donors of gametes, pre-embryos, or 
gestational capacity, adult genetic diagnosis, and germline gene therapy, for example. 
These interventions produce thorny ethical and sociopolitical issues such as the mean­
ing of "responsible reproduction" (ethical and legal norms which might make one feel 
morally obligated to undergo genetic screening, genetic repair, or forego reproduction); 
redefinition of genetic normality; reevaluation of arguments concerning the moral status 
of the prenatal human as it becomes the subject of scientific investigation, therapeutic 
intervention, effects of drugs and alcohol, or the source of tissues for transplantation; 
and disagreement concerning the appropriate role of governmental intervention in re­
productive decisions. 
Ethical Responsibility in Research 
The course's aim is to explore what it means to define and maintain the integrity of 
science, what it means for the contemporary institution of science as well as for individ­
ual scientists to be ethical and to attend to questions of social, political, and moral value 
in what they do. In addition to addressing the importance of maintaining honesty, 
properly allocating credit in collaborative research, and sustaining open communication 
of research results, the course will ask the more difficult and controversial questions as 
to whether and how scientists are to deal with the social, political, and moral conse­
quences of their research. A number of questions will be key to collaborative inquiry. 
Are there ethical questions raised by the dramatically increasing levels of corporate 
support of research (in the domain of biotechnology, for example)? Should scientists 
profit from the work they have done? Does the setting of research agendas by private 
corporations entail ethical questions of a public nature? Should social and ethical con­
cerns affect research agendas and, if so, how are those concerns to be addressed? 
Should the public play a role in agenda-setting? What ethical concerns are raised by 
military research and development? What sorts of ethical questions attend the use of 
animals for laboratory studies? Are some reseMch activities (e.g., reseMch using human 
preernbryos or fetuses) simply inappropriate, or-in the case of something like gene 
transfer-are they perched at the top of moral "slippery slopes" that )(>ad toward ques­
tionable outcomes (the intentional alteration of the human genome)? And thus ought 
there be limits to scientific inquiry and, if so, how are such limits to be set in morally 
pluralistic world? 
Science: Power-Knowledge 
This course examines modern science as a practical activity. It views the '"doing'" of 
scientific research-what has been called '"science-in-the-making... Its look at science 
features traditional as well as unorthodox analyses of the forces operating within and 
emanating from the sciences. From the latter perspective science is seen as dependent 
on-and constitutive of-features of a complex political, economic, social, and moral 
terrain. In an effort to understand this terrain, the course will pose questions that are 
epistemological ('"How do we know using the methods of science?"), social and historical 
('What are the origins of our scientific knowledge?'"), and political and ethical ('"Why do 
we know this about the world and not that? Why are our interests here and not there? 
Who gains from knowledge of this and not that? How might we know differently? What 
is to be done-and undone?"). Most importantly, the course will ask whether it is possi­
ble-by reformulating the concepts known as "science," "society,'" "power," and "knowl­
edge··-to see science as always political and constitutive of society, rather than as a 
straightforwardly objective activity which is only occasionally distorted by outside so­
cial interests and political forces whose effects we can detect and remove, thereby pro­
dudng a '"clean" account of the workings of the world. If science is seen in this new way 
what are the consequences for scientific research, science policy, and science education 
as well as for our political, social, and moral engagement and responsibility in the face 
of modern science? 
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CERTIFICATE OF ADV AN CED MASTERY 
Advanced Application Outcomes  
APPLY INFORMATION, RESOURCES, AND TECHNOLOGY 
Access, evaluate, and apply information. resources, and technology 
common to the selected endorsement area(s). 
• Acquire and evaluate, organize and maintain, and analyze and translate 
information and data. 
• Locate, select, manage, and allocate resources.
• Use appropriate concepts, principles, theories, research and terminology. 
• Select, apply to specific tasks, and maintain the tools and technology. 
• Apply math and science concepts and processes. 
UNDERSTAND SYSTEMS AND STRUCTURES 
Analyze and deliberate on the systems and structures common to the 
selected endorsement area(s). 
• Describe the system and its culture in present and historical terms.
• Apply long term and short term organizational & business planning. 
• Deliberate on the issues, problems and information. 
• Assess the internal and external forces on the system. 
• Describe quality and appropriate improvement models. 
• Describe the local, state, federal laws, regulations and processes. 
•	%Recognize workplace health and safety environments and situations and 
propose methods of risk management and solutions to reduce hazards. 
CONTRIBUTE AS A CITIZEN 
Examine diverse positions and contribute activities that support 
social. political, economic, and environmental systems. 
• 	 Describe and deliberate on the current and historical systems that define 
American society and culture. 
• Apply global, national & local system concepts and principles. 
• 	 Interpret the relationships and implications of people, society, environment, 
government agencies, cultural diversity and community groups. 
• Evaluate and interpret human experience as expressed historically and
currently in literature, the arts and/or the performing arts. 
• Demonstrate active volunteerism and citizen.ship behaviors. 
APPLY PERSONAL DEVELOPMENT STRATEGIES 
Construct and initiate a personal development plan for balancing
personal, family, and workplace roles. 
• 	 Assess, plan, and implement a comprehensive life-long personal wellness 
program. 
• Analyze the influences which affect family interactions and develop 
potential solutions to a variety of concerns. 
• Demonstrate respectful interaction skills with others from diverse cultures 
and backgrounds in the workplace, and in personal and family life. 
-• Demonstrate behaviors in self management, employability, responsibility, 
and life long learning. 
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CAM Outcomes, 712. DCJ 
Access, evaluate, and apply information, resources, and 
technology common to the selected endorsement area(s). 
Analyze and deliberate on the systems and structures common 
to the selected endorsement area(s). 
Examine diverse positions and contribute activities that 
support social, political, economic, and environmental systems. 
Construct and initiate a personal development plan for 
balancing personal, family, and workplace roles. 
Think critically, creatively and reflectively in making decisions 
and solving problems. 
Direct his or her own learning, including planning and 
carrying out complex projects. 
Communicate through reading, writing, speaking, and 
listening, and through an integrated use of visual forms such 
as symbols and graphic images. 
Use current technology, including computers, to process 
information and produce high quality products. 
Recognize, process, and communicate quantitative 
relationships. 
Participate as a member of a team, including providing 
leadership for achieving goals and working well with others 
from diverse backgrounds. 
DRAFT 
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C I M 
OREGON'S 
EXTENDED DEFINITIONS FOR THE 
CERTIFICATE OF INITIAL MASTERY OUTCOMES 
Introduction 
The Certificate of Initial Mastery (CIM) out.comes have been adopted by the State Board of 
Education (Sec page 2). They emphasize useful knowledge and complex performances, matched 
to real-world demands. The outcomes are relatively few in number and provide a focused, 
uncluttered set of targets for learning. 
The EXTENDED OUTCOME DEFINITIONS presented on the following pages describe in more 
detail tbe processes students will need to apply in order to demonstrate their learning. The 
extended out.come definitions are not intended to identify curriculum goals. However, because 
the extended definitions do illustrate mental pictures or student performances, they should prove 
useful to those who develop assessment tasks and curriailum frameworks. 
In order to measure student progress relative to the CIM outcomes, additional components or tbe 
CIM assessment system still need to be developed. These components include scoring scales 
(rubrics), model assessment ta.sics and expected performance levels (criteria). Once all the 
components of the CIM assessment system are developed and can be understood in relation to 
each other, the CIM standards for student performance will be defined. 
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p .  2 
Foundation Skills 
think critically, creatively and reflectively in making decisions 
and solving problems. 
direct his or her own learning. including planning and canying 
out complex projects. 
communicate through reading, writing, speaking. and listening, 
and through an integrated use ofvisual forms such as symbols 
and graphic images. 
use current technology, including computers, to process 
informarion and produce high qualiry products. 
recognize, process, and communicate quantitative relationships. 
participate as a member of a team, including providing 
leadership for achieving goals and working well "'ith others 
from diverse backgrounds. 
Core for 
deliberate on public issues which arise in our representative 
democracy and in the world by applying perspectives from the 
social sciences. 
understand human diversiry and communicate in a second 
language, applying appropriate cultural norms. 
interpret human experience through literature and the fine and 
perfonning ans. 
apply science and math concepts and processes. showing an 
understanding of how they affect our world. 
understand posi11ve health habits and behaviors that establish 
and maintain healthy interpersonal relationslups 
FmaJ Draf1 from Ille State CCM Task Force 
EXTENDED OUTCOME DEFINITIONS 
CORE APPLICATIONS FOR LIVING 
The Core Applications For Living provide the context for identifying the knowledge and skills 
students will need to be successful in the future. A successful person must not only have a broad 
base of knowledge and skills, but must also be able to apply these flexibly, doing so in ways that 
transcend subject matter boundaries. Problems and tasks that students will face will be complex 
and multi faceted. Finding solutions and strategies that work will require an ability to draw on -
and integrate information and processes from many disciplines. Acquisition oC this ability is one 
of the central purposes of the CIM. 
CIM OUTCOME: 	 Deliberate on public issues which arise in our representative democracy and 
in the world by applying perspectives from the social sciences. 
Students will propose relevant actions for local, state. national and international 
public issues. A student who effectively deliberates on public issues is able to: 
• identify and clarify relevant issues 
• analyze issues systematically (e.g.• identify resources. anal14e diverse 
perspectives, make predictions and form conclusions) 
• apply democratic principles such as fairness andjustice in formulating options 
and actions 
• apply information, concepts and perspectives from history. the social sciences 
and other relevant disciplines 
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CIM OUTCOME: Understand diversity and communicate in a second language, applying 
appropriate cultural norms. 
(!) understand diversity 
Students will respond to diversity in a way that recognizes the dignity and rights 
of all people. A srudent who understands diversity is able to: 
• analyze his or her own culture, recogoiz.ing the influences that have shaped 
th.inking and behavior 
• explain how our perceptions of differences among people (e.g .. culrural, racial, 
ability level, gender) may enrich our lives or may lead to stereotyping, 
rniscomrnunicalion, discrimination and the denial of human rights 
• analyze systematically the interaction between cultural populations, in order to 
gain awareness and sensitivity to both human diversity and cultural identity 
• recommend strategies to reduce tensions, resolve misperceptions and conflicts 
relating to human diversity 
(2) communicate in a second language• 
Students will be able to communicate with a person from another culture in that 
person's language and show a sensitivity to the norms of behavior that apply. A 
srudent who can communicate in a second language is able to: 
• comprehend and respond to spoken messages and commands 
• maintain simple conversation that shares information 
• recognize and show sensitivity to body language. gestures and appropriate 
levels of formality and other aspects of the culture which affect communication 
• read and comprehend basic material encountered in everyday life 
• write to meet practical needs 
•Ln instructing students, emphasis will be given to oral communication. 
Ifthe student's native language iS other than English, the student may be tested 
for proficiency in this outcome in that Jaoguage. 




Interpret human experience through liter:ature and the visual and 
norming arts. 
StudeDts will relate literature and the arts to their own lives and to broader human 
concerns, issues and possibilities. A student who derives meaning and value from 
literature and the arts is able to: 
• make informed interpretations of the purpose and meaning of literary and 
artistic works 
• convey interpretations of personal experience in expressive forms (e.g. visual, 
wriaen, oral, musical or dramatic) 
• explain how literature and the arts from various cultural/ethnic groups express 
distinctive as well as common values, experiences, struggles and contributions 
• evaluate how the form and content of a literary or artistic work: contribute to its 
message and impact 
Apply science and math concepts and processes, showing an understanding of 
how they affect the world. 
SrudeDts will apply mathematics and science to varying real world situations. A 
student who is proficient in these applications is able to: 
• analyze real world phenomena using scientific concepts (e.g., cause and effect, 
energy, systems)
• 	 apply rna!hematics, scientific laws and processes, and technological syStems to 
real-world problems 
• construct mathematical and physical models of real-world siruations 
• analyze the impact of technology on economic, social, political and 
environmental systems 
Understand positive health habits and behaviors that establish and mainl2jn 
personal wellness and healthy interpersonal relationships. 
Srudents will assess and monitor in their own lives the factors th.at relate to 
positive mental, physical and social health. A srudent who understands the factors 
which contribute to the development of a healthy individual is able to: 
• analyze the relationships among health factors. disease prevention and health 
promotion 
• assess personal heallh risks and apply this assessment to develop methods to
reduce the risks 
• predict own future health status based on current health habits and k:oowledge
of the life cycle 
recognize conditions, actions and personal qualities wltich affect interpersonal 
relationsltips in !he specific life roles of citizen. family member and worker 
FOUNDATION SKILLS 
The Foundation Skills arc fundamcnt.al to being able to demonstrat.c integrated, complex 
performances. They underlie the ability to use concepts a.ad skills from the disciplines cff tivcly. 
They iotcract with each other and with the Core Applications for Living io many ways. 
Consequcotly, none o( the Foundation Skills should be viewed as discret.e or totally independent 
of the other CIM outcomes. 
CIM OUTCOME 	 Think critically, creatively, and rcOcclivcly io making decisions and solving 
problems. 
(1) think critically 
Studeots will identify and evaluate reasoos. assumptioos and evidence tha! support 
theirs or others' positioos or practices. A student who thinks critically is able to: 
• defioe and clarify problems 
• determine accuracy and relevancy of information 
• examine situatloos/problems from multiple perspectives 
develop and communica1e complete and coosisteot arguments • 
(2) thin.I:: creatively 
Students will thin.I:: flexibly arid imaginatively when framing problems and 
sed:::ing solutions, developing plans and designing produets and performances. and 
engaging in other complex taslcs. A student who thinks creatively is able to: 
• create meaningful paneros from unstructured experience and information 
• generate new ideas to produce better alternatives and solutions 
• combine different ideas and viewpoiots to form a more inclusive and effectivf 
whole 
(3) thin.I:: reflectively 
Students will coosciously moo..itor, assess and improve their own thinking. A 
student who th.in.ks reflectively is able to: 
• develop strategies for achieving a goal 
• anticipate potential problems 
• analyze and modify suategies to increase the chances of success 
• assess the process used to achieve a goal and evaluate the results 
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CIM OUTCOME Direct his or bu own lc.:arning, including planning and carrying out complex 
projects. 
Studeots will recognize and dernoostrate their own power and capability to learn  
and solve problems. They will dernonstra1e that capability through the 
establishmeot of courses of actioo (including the planning and carrying out of 
complex projeas) which have multiple steps, are open-eoded., are challeoging in 
scope and sophistication. iovolve research and the use of outside resources, aod  
involve cornmunicatioo with other people.  
(1) direct his or her owo learning 
A student who recogoizes and demonstrates capability to learn and solve problems 
will be able to: 
• understand oneself as a learner, iocludiog one's interests, aptitudes, abilities. 
aod educational and career aspirations 
• 	 identify and access the resources oecessary to obtain needed skills or
knowledge 
• establish clear goals and high standards for personal perfonnance and hold one­
. self accountable to these standards and persevere when faced with difficult 
situatioos 
• analyze different learning environments and adapt own strategies to improve 
learning 
(2) carry out complex projects 
A student who carries out complex projects is able to: 
• set appropriate project goals and develop a well-reasoned plan for attaining the 
goals 
• implement the plan, checking·and adjusting activities to keep the project oo
track and persisting io the face of difficulties 
• evaluate the final product(s) and reflect oo the project as a whole, including 
what he/she has learned from it 
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CIM OlITCOME Communicate throu&iJ reading, writing, speak.i.ng and listening and throu&iJ 
an integrated use of visu21 fonns such as symbols and graphic images. 
(I) read 
Students will obtain meaning from a variety ofcomplex texts (e.g., essays, novels. 
stories, poems, technical documents) and identify the writer's purpose. 
An effective reader is able to: 
• make connections within texts and among texts and with personal experience 
• choose reading stra1egies most appropriate to a given reading situation 
• evaluate and monitor one's own comprehension, using a variety of strategies to 
self-correct 
(2) write 
Students will use writing as a tool for learning and self-reflection and to convey 
meaning through a variety of written forms (e.g., stories, essays, journals, 
technical reports). Aneffective writer is able to: 
• demonsuate control ofideas and·content, organiuuion, voice, word choice. 
sentence fluency and conventions 
• evaluate and monitor one's own writing, using a variety of strategies to produce 
coherent and mechanically correct final products 
(3) speak 
Students will engage critically and constructively in oral exchanges of 
information, including making fomial presentations, givingspoken insuuctions, 
asking and answering questions, andusing language to achieve effective group 
communication. An effective speaker is able to: 
• deliver presentations, demonstrating effective skills relevant to the audience 
(e.g., vocal expression and non-verbal signals, development of ideas, 
organization, and level of language) 
• conununicate ideas effectively in group situations 
(4) listen 
Students will obtain meaning th,rough oral messages, including information 
presented through a variety of media. Effective listeners is able to: 
• identify the purpose of an oral message 
• analyze and evaluate verbal and non-verbal messages and how they are 
delivered 
• engage in verbal and ooo-verbal interaction with a speaker to ensure effective 
communication 
(5) integrate use of visual forms 
Srudents at the OM level will select and develop visual forms to integrate with 
other forms of corrununication to enhance the impact of a product or presentation. 
Srudents who can integrate the use of visual forms is able to: 
• integrate visual forms that achieve their purpose and are appropriate 10 the 
intended audience  
• select and develop visual forms that meet the criteria for effective design (e.g..
clarity, coherence. accuracy, precision) 
use visual forms that reflect efficient or creative use of avai.Llble materials and 
technology 




Use current technology, inclucling computers, to process information and 
produce high quality products. 
Students will use, develop a.od evaluate technology to gather. understand and 
manipulate ro.au:rials, processes, and information to solve problems. A 
technologically competent student is able to: 
• apply diverse technologies to store, access, process. create and communicate 
infonnation needed to solve problems, satisfy personal needs, and e;r;tend 
human capabilities 
• set up and maintain tools and equipment to produce high quality products 
• use a variety oftools, materials and equipment safely 
Recognize, process and communicate quantitative relationships. 
Students will solve a variety of challenging everyday problems that require 
quantitative solutions (e.g., practical problems requiring the application of 
measurement, statistics and probability, geometry and algebra). A student who 
uses quantitative skills effectively is able to: 
• interpret a problem siruarion, including selecting information to solve the 
problem 
• develop and apply a problem solving strategy 
• solve the problem and verify the solution 
• communicate the results in an easily understood manner 
Part.icipat.e as a member ofa team, including provicling leadership for 
achieving goals and working well with others from diverse backgrounds. 
Students will organize and actively engage in work groups aimed at achieving 
specific goals. An effective team member is able to: 
• define problems, issues, strategies and tasks within the group 
• perform the functions of various roles within the group 
• establish and participate in open and clear communication 
• engage all team members in efforts to achieve team goals 
• work toward consensus while respecting divergent points of view 
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